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Introductory Comments

The need to accurately conceptualize the scope of a target
population in program dev.lopment is obvious, Some authors, in-

cluding Plata & Santos (198l) have suggested bilingual special

. . TR k
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education program models which vary in accordance with the size
of the porulati n to be addressed. Initiallyp literature directly
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regarding the population in question will, therefore, be presented,

This haterial includes estimates of bilingual children in need of :u%
special services as well as enrollment data. General language E?
minority population statistics are then covered as the size of é%
the target population appears linked to this information through- 2%
out the literature. The extent snd growth of language groups in ‘%
the United States, therefore, appears quite noteworthy. Finally g
socioeconomic ties are presented. g

The appendices are: : ¥

Table I: 1980 Elementary and Secondary Schools Civil Rights
Survey, National Summary of Projected Data

Table Ia: Estimated numbers of persons with non-English language
backgrounds in the United States, by language and age
group: Spring 1976

Table 2: Estimates of total population and of persons with non
English language backgrounds and of total school age
children in the United States by region znd State:
Spring 1976

Mep: Location of Language Minority Persons
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Cantress (198l) indiceted that one may properly anticipate 2

normal bell curve in terms of the abilities of any population of
children. When graphed, a normal distribution forms a continuous,
symmetrical, bell-shaped curve. It is high in the middle, indicat-
ing a preponderance of frequenciés - in the vicinity of the madian
and low at the ends, indica?ing low frequencies at both extremes of
the distribution. Certain direct measures used in behavioral sciences
(for example the height and weight of adult humans) have been found
To closely approxiwate this model and available evidence suggests
that many traits underlying psychological measures sre normally
distributed. (Roscoe, 1975). Review of the literature addressing
the size of the bilingusl handicapped student population in the United
States appears quite reflective of the nopmal distribution framework,
Early reports empkasize the over-representation of bilingual
and multicultural children in special education classes, especially
those for the Educably Mentally Handicapped, in comparison to their
prevalence in the total school populetion. Culturally and linguistic~
ally tiased assessment procedures wera frequently cited in this re-
gard, Mercer (1973) reported blacks seven times as likely and Mexi-
can Americans te.. times as likely to be placed in special education
in one school district in California. Data by the Californis Depart-
ment of Education for the entire state, reportedly, showed Blacks
as 8.9 percent of the total public school population but 25 percent
of the Educsbly Mentally Handicapped classes., Spanish surnames were

15.2 percent of the total population and 23 percent of the Educadbly

Handicapped classes while Anglos were 72.4 and S0 percent,respectively,

(Brydens 1974 purther, Dunn (1968) judged that sbout sixty to eighty
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percent of children in special classes come from low status
backgrounds including Black Americans, American Indisns, Mexi-
can Americans =nd Puerto Ricsn Americans. Horber (3976) cited

disproportionate special education placement of bilingual children

LA er, . b ‘q.-H.,.‘, BN T
L R ol RN s i AT

in terms of both large numbers of educably mentally handicapped
and under-representation in classes for the learning disabled.,
Special education enrollment statistics proved basic to some

lawsuits concerning linguistically different pupils. Diana v, the

- .'r »
I gy a2
i O i s e,

Board of Education (1970) was filed on behalf of Mexican American f%
children who were or would be placed in Educably Mentally Retarded Aé
classes in Celifornia, The cowplaint alleged due to the use of %%
culturally and linguistically biased assessment instruments, namuly \f

I.Q. tests, Mexicen Americans were inappropriately placed. One month ;
after filing of the complaint, District Court ordered the testing é
aud re-testing of children in their primary languages and with %
nonverbal instruments. Decisions resulting from such litigation .
were among those which embraced educational legislation at the

federal level in the form of the Bilingual Education Act of 1968 as

eamended by the Bilingusl Education Act of 1978, (Plata and Santos,
1981).

In reviewing 6,069 school districts in the United States, the
1978 Elementary and SBecondary Schools Civil Rights Survey performed
a statistical test to determine whether the disproportionate repre-
sentation of one or more groups of students in a program was signi-
ficant., (Office of Civil Rights, 1978). If the assignment to pro-
gram was done without regard to race, ethnicity, sex or dher charac-
teristic of interest then the proportionate enrollment will reportedly

be hypergeometrically distributed (sampling without replacement) with

11
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a mez2n equsl t- the proportion that the group represents in the total

school envollment. If the numbers of students were not small (four

or five) the distribution could reportedly, be approximated by the
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binomial distribution (sampling with replgcement) o This approach

[

was employed as it is computationally more efficient. The signifi-

oA
NI N

cance level wes set at two standard deviations away from the mean.

N

If a group's proportion of the total school enrollment is p and if

there are n pupils in the program in guestimn, random ( with respect

s .
T A
B B T i K S

b

to group membership) assignment to a program would result in sn average

A
A

P

of np members of that group in the progrsm., Using the binomial dis-
tribution, the stendard deviation from the mean would be V/np(1-p).
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Tuus a group's representation was considered disproportionate if

it was:
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greater than np + 2V np(1-»)
less then np - 2/ p(l-p)
Recenf literature ccntains estimates as to the true size of the

bilingual special education population. McCormick (1980) indicated

ot T 24 Y

that in light of the five million school zge children whose pzrents
native torgue is other than English reported by Reich (1975),a con-

[T LTI RPN ~ P T

servative ecstimate of five percent for children with learning dis-
abilities suggests there must be at least £50,000 bilingual ckildren
with leerning dissbilities in this country. Bsca (198l) projects
420,000 students of limited Erglish proficiency with such handiceps
as mentzl retardation, learning disabilities or hearing impzirment
nationwide. Martinez (1981) estimates twenty-five percent native
Spanish speaking representation by the year 2000 with another seven

percent native speakers of other than Spunish or English and

12
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indicates a proportionate number of this thirty-twc percent may
be expected to require special education.

Bergin (1980) reported that school districts experienced find-
ings from a task force established Jointly by the United Stzates
Office of Education and the Office of Civil Rights following the
Lau 5. Nichols . (1974) decision on behalf of Asian Americans known
as the Lau Remedies in the form of expanding bilingual progrsms
However, bilingusl teacher complaints about the increased placement
of handicapped students in bilingual programs also surfaced. (Bergin,
1980). PFurther, Gavillan-Torres (198l) suggests that school per:

sonnel may fear using diagnostic instruments in which they have little
confidence to label as handicapped a2 bilingual special education stu-

dent. This is not to overlook the fact that it is not uncommon to
still find many minority culture and/or bilingual students mis-
diagnosed and misplaced in special education programs. (Laosa, 1977;
Plata and Santos, 1981).

A report developed at the request of the House Subcommittee
on Select Educaticn in 1981 described the Survey of Individual Edu-
cation Programs (IEP) for Handicapped Children snd the 1976 and 1978
Elementary and Secondary Schools Civil Rights Surveys as the two
available sources for examining the racial/ethnic proportions of
children receiving special education. The Civil Rights surveys,
however, oppear most yisible in reviewing the.literature. Brown,
Hill and obthers (1978) reported Hispanics and whites participated
in classes for the handicapped consistent with their percentage

enrollment in the total school population citing state and national

summaries of data collected by the 1976 Civil Rights Survey. Martinez
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(1981) noted the Civil Rights Surveys as identifying 172,763 i»;

, Hispanics in the United States with physical and nonphysical ég
§é hendicapping conditions in 1976 and reporting 173,863 in 1978, ;%
?2, The aforementioned House Subcommittee emphasized the Civil Rights ég
g; Survey in it's reporting and identified it as the stronger data ?ﬁ

L source as it provides a higher percentage coverage of Black:',

A Hispenic , Asian American and American Indian pupils, unlike the
v IEP survey. Proportions of black, white and Hispanic representa-
tion, reportedly, did not change substantially from 1976 to 1978.
The 1978 Office of Civil Rights data shows over-representation of

E minority children in some categories when compared with the white
£ majority and under-representation in others, all of which varied

by ethnic/racial group.

KXR

Black special education pupils were clearly over-represented

in programs for the educably mentally hanaivapped, over forty percent.

"Iy
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They were also reported as the top proportion (six percent) parti-
cipsting in programs for the emotionally disturbed and the train-
ably mentally handicapped (4.7 percent). These students, however,

. .,
i s T R,
PRI T SN Ry

demonstrated lower proportional representati-mn in learning disabled

;

and speech programs than any of the racial/ethnic groups. (House
Subcommittee, 1981),

L. e

. American Indian children represented a smaller proportion of

a trainable mentally handicapped students than any other racial/ethnic

i group. On the other hand, the proportion of special education Ameri-
can Indian studente in learning disabled programs was reported as

greater than any other racial/ethnic group.
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Asion Americons have the highest proportion of special

education participation in programs for the speech impaired (almost

fifty percent). In contrast, they have the lowest proportion of
participation in programs for educably mentally hardicapped or
emotionally disturbed students.

As noted earlier, Hispanic. special education proportions are
similier to those of whites. In comparison to whites, however,
Hispanic children appear slightly under-represented in programs
for the educably mentally handicspped and speech impaired.

Finally, projected datas from Netional Summaries of the more
recent, 1980, Elementary and Elementary snd Secondary Schools
Civil Rights survey, reports enrollment as Americen Indisn .8
percent, Asisn American 1.9 percent, Hispanic 8.0 percent and
Black American 16,1 percent. Black special education students
represented 38.7 percent of the EMR classes andl6 percent of LD.
Anerican Indians were .9 percent EMR and 1.0 LD.while Asisn Ameri-

cans were .4 percent EMR, 1.5 cneech impaired snd .8 percent LD,
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General Language Minority Population Data

Grant =nd Eiden (1982) reported school encollment dsta by
race or ethnicity citing unpublished dbta from the 1980 Elementary
and Secondary Schools Civil Rights Survey as their source. Nationelly,
Hispanics represented eight percent (3,179,345), Asian or Pacific
Islanders 1.9 percent (749,003) and American Indian/Alasksn Native
.8 percent (305,730). Notes, however, indicated the survey
tabulations excluded approximately 1,152,000 not reported by race
or ethnicity. Census data of 1970 suggested approximately ten
percent of the school-age population of the United States natively
spoke a language other than English while an even greater number
possessed a limited understanding of English, (Sabatino and others,
1972). Throughout recent literature considersble reference is
made to the Spring 1976 Survey of Income and Education in defining
the demography of non-English language background persons in the
United States. Brown, Hill and others (1978) from this survey
indicated five million of the now epproximately twenty-eight
million persons with native langusges other than English or
living in households in which languages other than English were spoken
were children. Of school-age (six to eighteen) one in ten reported-
1y have such a language background, Mowder (1979) indicated that
while the Bureau of Census in a report issued in 1976 estimates
that well over one million school children have s primary language
other than English, they grossly underestimate the figures for
those who are bilingual. She also reports that the percent of bi-
linguals of elementary and secondary age (four to seventeen) varies
within each language group. Only five percent of persons whose

usual language was Italian were school age while twenty-one per-

i cent of those who were predominately Spanish fell in the range of

O 3school age,
IC
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Spanish language background persons constitute the largest

portion, approximately one-third, of the total language minority

population. Other language minorities in the United States included
nearly three million each of Italian and German origin, nearly two

5
&

h
N
oy

million French and two million whose language backgrounds were

Chinese, Filipino, Japanese, Korean or Vietnamese. Further, Hispanics

RIS
S

,,,,,

represented sixty percent of the school age language-minority group
and six percent of the total pupil enrollment in the.rirty states

sy
5“; D
AT

and the District of Columbia or three million students,

PEFLeid
il

Reflective of their proportion of the general Hispanic populstion
7. in the United States, Mexican Americsn children comprised sixty-

three percent of the Hispanic school enrollment. Puerto Rican

]

; children account for fifteen percent. Cuban and Central or South
American children each account for five percent and the remaining
eleven percent were "other Hispanics," (Brown, Hill and others, 1978).

Okura (1979) indicated that Asian and Pacific Americans include
Chinese, Japanese, Korean, Filipino, East Indian, Pakistani, Thai,
Hawaiian, Guamanian and Samoans from the United States Trust Territories
in the Pacific and Cambodians, Vietnamese and other Indo Chinese
"refugees," thus constituting approximately four million people.

The lack of statistics on Asian American youth was cited throughout
the literature. The data upon which one must rely for a profile

of this group appears to be that which was collected in connection
with the 1970 census. (Mariaro, 1979). Takei (198l) reports that

s Sl ed 2

.
5y I3

: before 1965 most Asian and Pacific American young people were
acculturated second and third generation Americans. However, the
number of foriegn born, limited English speaking children of Asizn 5

and Pacific background in the schools began to increase steadily "

after that year,
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Hispanics are generally younger than the total white population
with a median age of 22,1 years for Hispsnics in 1978 as opposed to
30.6 years for whites, (Brown, Hill and others, 1978). Hispanics slso,
reportedly, have larger families., Nearly sixteen percent of Hispanic
families have six or more family members, more than double the per-
centaege of nonHispanic households. Among Hispanic subgroups, mean
family size is largest for Mexican Americans. . ’

Finslly, undercount of minority groups was cited in the litera-
ture. Brown, Hill end others(1978) reported the U.S. Civil Rights
Commission's assertion that Hispanics are seriously undercounted in
all census surveys. The Census Bureau was noted to acknowledge
undercount problems and estimated the undercount of ﬁispanics in
the 1970 Decennial Census as somewhere between that of whites (1.9

percent) and that of blacks (7.7 percent).
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Geographic Location/Residential Patterns

National Center for Education. Statistics (1978) reported
geographic distribution of language minorities in the United
States in 1976. Language minorities were located in every state
of the union. Overall, such persons constituted at lesst ten per-
cent of the total population of twenty;three states, Seven states
had more than one million and seven hsd between=500,000 and one
million. One ocut of five Spenish language background persons
were located in five states of the Southwest: Arizonia, California,
Colorado, New Mexico and Texas. Hispanics accounted for 36 percent
of the populaticn of New Mexico 2nd 21 percent of the Texas popula-
tion. These five southwestern states. plus New York, Florida,
Illinois and New Jeréey account for ninety percent of the Spanish
language background group in the United States. Further, Mexican
Amencans are concentrated in the southwest with some residing in
Illinois. Puerto Ricans are concentrated in the Northeast, parti-
cularly New York, New Jersey and Illinois. Cubans reside. in large
numbers in the south, especially Florida. More than one-fourth
of French language background persons live in Louissna and another
forty percent in the northwest, principally, Maine, Massachusetts
and New York. Each of ten widely separated states had persons of
German language backgrounds. Almost forty percent of persons with
Chinese, Japanese¢, Filipino, Korean or Vietnsmese language back-
grounds live in California. Other language ccncentrations of
Asian language background reside in Hawaii 2nd New York. These
three states account for sixty percent of this population, With
specific regard to school age children, nearly one-half of this

group in New Mexico were from nonEnglish language backgrounds,
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Such children made up more than a quarter of the school age popu-

lation in Arizonia, Texas and Hawaii. In nine other ctates, children

were at least ten percent of their age group. Conneticut, New Jersey,

Rhode Island, Florids, Maryland, Alaska, New York, Colorado, Californis.
Finally, Hispanics are concentrsted in the central cities

according to the 1978 Bureau of the Census data, Eighty five per-

cent reported living in metropolitan areas, Half of all Hispenic

families live in central cities while only one-foumth of all non-

Hispanics reside within centrsl cities.
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Socioeconomic Ties
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The House Select Equcation Subcommittee report of 1981 reiterates
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the assumption that racial/ethnic proportions of students. in special
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education should not differ from the racial/ethnic proportions of
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& the general student enrollment. It, however, goes on to indicate

the sbsence of studies addressing the question of whether there are
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any etiological reassons for expecting group difference in rates
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of handicapping conditions. The need to eliminate reasonable non-
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educational explanations for enrollment findings is therefore pre-
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gsented. Put in a larger socio-economic context it , reportedly, }u
might be found that certain groups characterized by inadequate o
; housing and poor health/nutrition have a relatively high rste of X

at-risk infants, Further, Chinn (1979) reports the relation of
cultural diversity to exceptionality is one that has frequently ﬁg

generated discussion and debate, It is reportedly often question-
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able whether educatvional services appropriately provide for %he
cultural difference that may accompany the handicap. Watson and
Van Etten (1977) questioned whether disproportionate numbers of
culturally'and linguistically different students in special educa-
tion can be accounted for by interaction between ethnic and socio-
economic variables. |

Mariano (1979) indicated that Asian American conditions and
needs remain undocumented on a national, regular and reliable basis,
The idea that Asian Americans are economically successful has per-
meated popular and social science literature for years. (U.S. Commission
on Civil Rights, 1980). Marizno (1979) reports that at first glance
census data may suggest a group which is well off in terms of in-
come, employment, education and returns to school., Much of the

literstu:*e hes focused upon the relatively high levels of educational

[]iﬁ:attainment of Asian Americans. In 1970, the median number of years
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5 of schcol completed was 12,1 ysars with the exception of Filipino g
ol men, however, this figure wes equaled or exceeded by the five f%
2 groups of Asiar Americans for which data was collected, The pro- %%
;' portion of Asian Americans who were college graduates also exceeded g;

the proportion szmong majority Americans, (U.S. Commission on CGivil o5
Rights, 1980). On the other hand, among majority Americans 4.8 g

percent male and 4.1 percent female had fewer than five years ;%&

[

schooling with this proportion exceeded by all included groups 75
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: of Asien Americans except Japanese Americans, Filipino American
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males with fewer than five years of education established a pro-
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; porvion more than three times that of majority Americans., Mariano %
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(1979) suggests the need for several adjustments to Asian American
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census informetion after which 2 different picture is anticipate¢. &
showing a clearly disadvantsged group. Examples given indicate ' :
Filipino and Chinese men are no better off than blacks with re- g.

: gard to median income in standard statistical areas such as Los ‘

' Angeles, San Francisco, New York, Chicago =nd Honolulu where there
are high concentrati ns of Asian Americans. Further, the Asian
snemployment rate is low but this is described ss due to the willing-
ness of many Asien Americans to work in low statu:, low income jobs
for which they are over quslified.

"de los Sontos (1981} reports that general demographic data as
well as, regional and national longitudinal studies reveal that
Hispanic participation and success in sll levels of the education
process is not proportional to the ratio of Hispanics in the total
populaticn, A Current Population Report on relative progress of

children through school in 1976 indicated significantly greater
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enrollment below typical grade level for one's ags were found

for youth cf Spanish origin and living in 1) poor families in
metropolitan, central cities or in nonmetropolitan areas of the
south 2) families maintained by an adult who had completed less
than high school 3) households in which the usual language was not
English. (Buresu of Census, 1979). Hispsnics aged 14 to 19 appear
twice as likely not to have completed high school as whites in the
seme age bracket. (Hill and others, 1978). Hill (1978) also re-
ported income data. The median income for Hispanics was 5,564
compsred with 6,484 for nonHispanics in 1977. The relative stand-
ing of Hispanics would probably be lowered if éomparative data
with just whites were available. Hispanic families with incomes
below poverty level in 1977 were 21.4 percent in contrast of

8.7 percént of nonHispanic families. According to Hill (1978)
thers were approximately 4.8 million Hispanics in the labor

force in 1976 with unemployment rate twice that of whites 9.1
percent versus 5.2 percent,

Johnson (1980) described Indian American handicapped children
as disproportionetely represented among the pbor in the United States
and largely isolated from urban areas. Dissatisfactory educational
status/achievement of this group is apparent in the literature.
Trosper (1981) citing the Bureau of Census 1976 Survey of Income
and Educatinn, compares American Indians and Alaskan Natives with
majority whites. The sample size, however, was presented as =
research concern. Rates of return to school were comparatively
lower for Indian men than white men. Indian men and white women
were similar in 21l compsrisons. PFurther, Indian heads of house

hold living on reservations had significantly higher labor market
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participation than those not on reservations. Finally, a :udy
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by the United States General Accounting Office of 1977 at higher
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education institutions enrolling approximately 2,000 Indian

students showed that they had lower assessment test scores and
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grade point averages, especially the freshman level students.
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Q.estions, Issues and Concerns

Recent attention to the size of the bilingual specisl edu-
cation population in the U.S,.,appears associated with more diverse
questions, issues and concerns. These appear in need of considers-
tion prior to the emergence of a more reliable picture., .

According to the U.S. Coumission on Civil Rights (1980),

districts often cubmitted incomplete, inaccurate 2nd inconsistent
enrollment dats. I particular, many districts reported totals
that did not agree with computed totels besed on race/ekhnicity

or sex. Bergin (1980) questions whether linguistically different
youngsters are being excluded from appropriate special education
programs due to a school's fear cf litigation . 't and/or

lack of resources, Further, as expressed esrlier in tis report,
wisdiagnose is still a noteworthy factor. (Laosa, 1977; Plata and
Sentos, 1981). The House Select Committe on Education also sug-
gests that considerable evideace indicates that there are in-school
children who need but are not receiving special education services.
The data is, however, reported zs currently inadequate to estimate
the size of this group. Among Indian Americans, nineteen schools
associated with the Navajo and FPhoenix srea offices of the Bureau
of Indien Affairs with a total of 883 handicapped students showed
49 percent receivirg no service. (Comptroller General of the U.S.,
1979).

Despite the continued ; Presence ,¢ the prevalence in special
education ccnsistent with the regular education enrollment or school
age population ratio, questions regarding the interaction between

ethnic and socioceconomic vzrisbles snd special education need are
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quite visible, According to Yetson and VanEtten (1977) a question
to be investigated is whether there 21so0 existence a dispreportionate
number of miaority group children in special education classes
located in oreas where the minority is representative of the upper
socioeconomic bracket.

Infc;mation presented in this report is reflsctive of the
verisnce in the literature with regard to the loanguage component
of the terget population, Flata and Santos (19€l) simply define
it s linguistically differsnt. Baca and Bransford (1981) suggest
the term Limited English proficiency going on to indicete it s
reference to a student who comes from a home in which a language
other than English is most relied upon for communication and who
has sufficient difficulty in understanding, specking, reading or
writing the English language. McCormick (1980), on the other
hand, is oddressing children whose bilinguslism may bte "ceccult',
Such children may speak without an accent but maintain specific
difficulties 4ith Fnglish usage and grarmar, misunderstand idiomatic
expressions, have deereased reasding skills etc. In addition, words
of the mother tongue are more richly scturated with me~ning for
bilinguals than the transistion equivalent of the second languege,
McCormick (1980) sssumes that children with developmental immsturities
night be additionally handicapped in school if they were from a

bilingual home environmen:.,
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Baca, L. & Bransford, J. Meeting the needs of the bilingual handi-
capped child. Momentum, 1981, 26-51, .

The authors review information relevant to bilingual speciel
education., Legal background is presented along with definition
of types of bilingual programs and étistin% programs ere identified
as evidence of success in bilingual special education., The posi-
tion of parocial sthools is given ~onsiderable attention.

Bergin, V. Specisl education needs in bilingusl progrems. Nstional
Clearinghouse for Bilingual Education, Arlington Va., 1980.

Survey of the legsl and educational developments. that have
focused attention on the child with limited English who also is
physically handicapped or emotionally,distuibgﬁjagd describes some
of the current methods being used to-deal :with the, éhild, One
section presents basic principles which guide-the-design of any
staff training progrsm. One model for teacher training, Diagnostic
Special Education Personnel Preparation Program;..is described.

Description®of 18 bilingual specisl education programs were slso
presented,

Bilingual, bicultursl child and special educetion. Report of the
Arizona Identification Model Task Force. ERIC Document
Series, 1976, :

A service model on specisl education for bilingusl, bicul-
tural handicapped features recommendations to local education

agencies, to colleges and universities and to human services
organizations,

Brown, G., Rosenl N., Hill, S, & Olizas, M., The condition of educa-
sp

tion for Hispanic Americans. National Center for Education
Statisvics, 1980,

Notes the U.S, Deg:rtment of Health, Education and Welfare
"Hispanic Initiative" since mid-1977 developed to meet thespecial
education, health and other needs of Hispanics. Overview of
Hispanics in the United States is presented including language
characteristics and problem of definition. Hispanic participastion
in education is given extensive coverage.

Bryen, D. Special education snd the lin istically different child.,
Exceptional Children, 1974, 589-599,

Review of the condemnation of tests used for educational place-
went as linguistically and culturally biased. The linguistic de-
ficit and the linguistic difference models are explored as possible
explanation of the verbal behavior of linguistically different child-

ren. In addition, educational implications of each model are discussed,
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Bureau of Indian affairs special education opportunities for
exceptional children, youth and edults: The first snnual -
report to the Department of the Interior. Bureau of Indi-
an Affairs, ERIC Document Series; 1980. . ‘

The first ennual report (1979) of the Bureauof Indian Affairs
Advisory Committee for Exceptional -Childreh reflects activities,
~oncerns and recommendations to the Department ‘of the Interior
for providing appropriate spe¢ialized services for education of the
projected 4,506 American Indian :and Alasgka Native exceptional
children. . .

Chinn, P, The exceptional minority cﬁilq;Isstes and some answers,
The Council for Exceptibn31“Ohiidreqzﬁ§97ga~5§2-536,

The primary focus of this-article:is.deacribed as an attempt
to suggest.that for many expectional ‘minoritychildren there are
educational needs that have> not. been.: ggoyidq ~fors. Amangiissues
addressed are the relétionship of cultura! diversity to:¢ L or
identifying the excéptional;minbritynpﬁi;gwang;;ngd 1g.-and-meeting
the issues, Pinslly eftortgfwhich:bén'tac;l;tépgaﬁanadﬂggfiqnal .
process for exceptional minorities in the meantime are suggested under

the subheadings of developing positive self-concepts, fostering
motivation and developing teacher sensitivity.

Civil Rights Issues of Asian and Pacific Americans: Myths & Realities,
(A consultation sponsored by the United States Commission on
Civil Rights) Washington, D,C., 1979,

Presentation and evasluation of demogrzphic data and genersl
perceptions associated with Asian Americsns as s group.

de los Santos, A., Hispanics and community colleges. Topical paper

no, 18, Center for the Study of Higher Education. Arizona
University, Tucson, 1980,

Vemographic data is suggested as indicative of Hispanic receipt
of programs and services at the community college level at an unfair
degre¢. The proportion of Hispanics who graduate is significantly

less than that of whites. Attempts to ameliorate this situation
are suggested,

Diagnosis and intervention in blingual special education: Searching
for new alternatives: Proceedings. (edited version of papers
presented at statewide conference on bilingual special education
planning project) Boston, Mass., ERIC Document Series, 1978,

Papers include : Cultural diversity, Implications for change;
A ten point plan for special education for the Hispanic child;
and Vocztionzl pl-ons for bilingual specisl education,
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Disparities still exist in who gets specisl education. ‘Repor:
to the Cheirman, Bubcommittee on Selsct Education, Committee
on Education and Labor, House of Representatives by the
Gomgtroller General of the United States. ZERIC Document
Ser ,

- es, 192, ,;

i R

Fol The report examines the impact of P.L. 94-142, the Education §§
=99 for all Handicapped Children Act, snd other federal laws on the gt
¥ numbers and types of handicapped children who receive special 5

33 services. Five issues ere addressed in sepsrate chapters: the .é@

%? numbers and characteristics of students receiving specisl educs- i
3 tion; the number of unserved eligible children; overrepresents- N

3 tion of learning disabled as well as minority students; and factors s B

o influencing who receives specisl education including state de- e
o finitions and eligibility criteria. T g%
% lgﬁ
g Geographic distribution, nativity and age distribution of language &

minorities in the U.S.: Spring, 1876. Nationsl Center for figi

Education Statistics Bulletin, Washington, D.C., 1978, ;?%

: Findings released from the Spring 1976 Survey of Income and fﬁ%

¥ Education are summarized in regard to: proportions of language e
& minorities in the U.S.; the largest language minority group; o
/ location of language minority persons; percentage of language b
minority persons in the various states etc. g
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- Gordon, E, Disadvantaged populations. Yeshiva University, N, Y.
! Social Sciences, 1967.

The bulk of this bulletin is bibliography. It is presented
in three primary sections including problems of the disadvanteged,
demographic and status studies and social and cultursl patterns.

Horber, J., The bilingual child with learning disabilities, 1976.
ERIC Dccument Series.

Reviewed is research on the bilingua). child with learning
problems. It is suggested that appropriate tools for evaluation
of bilingusl children be developed andused snd that specific re-~
medial programs be planned for each child. It is reported that
relatively little attention has been asddressed to the specific
needs of the bilingual child experiencing learning prcblems,
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' Johnson, M. (Ed.) Flanning services for young hsendicapped American
) Indiens and Alaska Native Children. North Cerolins University, X
, Chapel Hill, 1980. T

. Eight papers examine issues in providing special education
services to young native Americans with handicsps. The first paper
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considers the needs of young children as well as such programming
uspects ag culture and tribal involvement. A subsequent paper
discusses principles and systems for child evaluation prograuns,
Twenty-cne brief program descriptions are presented and guidelines
for designing and in-service training are also present.

Kim, L, Korean Americans: An emerging immigrant community. Civil
Rights Digest, 1976, 42-43.

Highlights the major characteristics of the Korean American
population and lists some of their most pressing problems and needs.

McCormickx, D. "Occult" Bilingualism in children with school problems
Journal of School Eealth, 1980, 84-87.

The relaticmship of;bilinsualism to learning disabilities and
the incidence’ of bilingual children referred for medical evaluation
of developmental problems is discussed.

Martinez, D. Hispanics in 1979--A statistical appreisal. Agenda
1979 21—24 ()

This arvicle discusses the state of the Hispanic community
in early 1979. In light of P,u, 94-311 of 1976 calling for the
expansion of statistics refle:ting the socioeconomic status of
Hispanics, this article addressing one agency's difficulties in
implementing this mendate and the status of other agencies in
working on the law's requirement.

Martinez, H. (Ed) Special education and the Hispari: child. Proceed-~
ings from the Annual Colloquium on Hispanic lssues. ERIC/
Cue Urban Diversity Series Number 74, 1981.

Collection of papers examining contemporsry issues =nd pro-

in bilingual special education. Papers include:

~Centress - Jose P. and the right to bilingual special
education

~-Weffer- Factors tote considered when assessing bilingual
Hispanics,

«Gavillsn-Torres -~ Preliminary report on 2 project to examine
the state of the art in sssessment of Hispenic children .
suspected of handicaps.

Mowder, B, Assessing the bilingual handicapped student. Psyckology
in the Schools, 1979, 43-c0,

_ This paper reports that federal legislation demands that
bilingual children be assessed in their primary language or mode
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of communication. It, therefore, explores the issues involved in
assessing bilinguslism and handicapping conditions (e.g. learning

N
‘{',“:‘"; I;-): s,"

disabilities) of bilingual, culturslly different children and evalu-

ates the assessment methods that have been devised.

O'Connor, M. Equal educationel opportunity for Puerto Ricsns. National

Institute of Education. ERIC Document Series, 1976.

This article discusses the ma alization of Puerto Ricans

in the United States. Educational dis=advantages are =2 primery focus.

Educationsl opportunities are presented in respect to several major
cities., Ethnic, geogrzpaic and demograbhic dimensions in the U.S.
and the colony are presented.

Okura, P, Comparstive study of Asian children and learning difficulties. .

(paper presented at the Internationsl Conference of Associati
for Children with Learning Disabilities) ERIC Document Series

1979.

on
L]

The reported prevalence of learning disabilities in the United

States is explored and compared with that essccizted with China and
Japzn., L.D. has become one of the most serious afflictions-of"
childhood in the U.S, In comtrast, educators and other protessors
in China and Jspan report that dysiexia is rather rare in their

countries with the exception of cases of clear neurologicsl dysfunc-

tion. Response to this includes some reseasrchers chellenge of
this discrepancy. However, the presence of studies indicating
that differences in cognitive abilities do exist are also noted
with focus on explanation and implication of stuéh "differences.

Persons of Sponish origin in the United States; Merch 1978(Advance
report) Populstion characteri {cs, Current population
reports, Series P-20, No. 328 Bureau of Jensus, Suitland
¥Meryland Population Division

This report presents sdvance datz collected in March 2978 by
the Census Burezu on the demographic, socisl and economic charac-
teristics of persons of Spanish origin., Characteristics presented
include age, sex, educational sttainment, employment status, and
income,

P

Place of birth and language characteristics of person of Hispsnic
origin in the United States, Spring 1976. National Center
for Education Statistics Bulletin, W=shington D.C., 1978,

Some findings from the .pring 1976 Survey of Income =and
Edqucation are reported. Popvlution size and degree of spanish
language maintence and usage were outlined, Report subhesdings
included Hispanic origin subgroups; nativity; current language
and source of data,
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Plata, M & Ssntos, C. Bilingual special esducation: A challenge
for the future. The Council for Exceptional Children, 1981,
97-99. ,

Primary focus is definition of bil al specisl educaticm
and service delivery models. A comprehensive self-study format
is offered in order for local education agencies to initiate re-
sponsible actions toward the development.-of an appropriate curri-
culum for bilingusl handicapped pupils.,
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Prewitt, D. A selected bibliography of bilingual specisl educstion.
ERIC Document Series, 1982,

This is 2 bibliography of research on bilingual /speéial edu-
cation for children in preschool through high ‘33hool: Most of the
, references are journal articles written within the last five years
i or documents available from the Educational Resauirce Information

Center(ERIC). Cited are works én: ce 1itive developmernit, language

development, intelligence and intelligeénce testihg,%learning Pro=
blems, educational needs, psychological characteristics and cultural/
sociai 11dron from minori%y ethanic groups.
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backgrounds of ch

: Project BUILD "Bilingual understanding incorporates learning diss-

abilities." An ES‘A Title VII Basic Bilingusl Education
Program., Community District 4. PFinal evaluation report
1979~1980. ERIC Document Series.

This project was established in September, 1976 in New Yori:
Community School Distiict 4, This evaluation study represents it's
fourth year of operatin, It is a unique bilingucl program in that
it is a combination of special education and bilinguei education
methdologies and concerns. The main aim is provision of appropriate

supplemental education treatment for bilingual children with lesrn-
ing dissbilities.

Py

Ramirez, B., Hockenberry, C., & MeCall, C. Special education policies
for American Indian and Alaska Native exceptional students; A

: development and resource guide. Council for Exceptional Child-
ren, Reston, Va, 1980/82

Focus is the movement to expand and refine special education
policy and programs as it relates to state(public), Bureau of Indisn
Affairs, tribal or Indian community controlled and coorsrative school
systems serving Awerican Indisns and Alasks Natives residing in and
on reservations, Additional challenge involves provision of services
consistent with the culturzl needs of these exceptional children.
This is further complicated by the presence of Indian communities
in rural, isolated and sometimes remote settings,
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Reich, M., A comparison of scholastic achiavement of Mexicen Americen
pupils in regular and bilingual groups in Chicago public ele-
mentary school (1974-75 school year), 1975 ERIC reports.

The success of the bilingual program was evaluated by comper-
ing two groups of Mexican American elementary pupils in the saue
school. One group attended regudar classes. The bilingual group
was students whose knowledge of English was extremely weak.

Relative progress of children in school: 1976. Current Population
Reports, Population Characteristics, Series p-20, No. 337.
Bureau of Census, 1979,

This report provides informstion on factors that are associated
with children's progress through elementary and high school. Factors
investigeted included sex, race, Spanish origin, language ability

metropolitan-nonmetropolitan residence, poverty status and edncational
attainment of head of household.

Rodriguez, R. Issues in bilinguel/multicultursl specizl education.
ERIC Document Series, 1981,

Discussion of the inadequacy, inappropriateness of bilingusl
special education programs as well zs the ungi:tematic approach to
such,There aesome recommendations also including numbers of pro-
fessionals adequately equipped to assess this population and the
importance of utilization of minority professionsils.

Sabatino, D. & Hayden, K. Perceptual, lenguage 2nd scsdemic achieve-
ment of English, Sponish and Navajo spesking children referred
for speciel classes. Journal of School Psychology, 1972, 39-46.

Purpose of this study was identified a2s determination of per-
ceptuzl, language and academic functions of english, spsnish and
navajos referred for specisl placement., Test varisbles which dis-
crimin:ted among native English speakers and those who spoke native
Sponish or Nevajo were 23 predicted, those tssks which involved
knowledge of linguistic. rules of English,

Sponish Americens in the United States - Changing Demographic
Charscteristics. Research Institute for the Study of Man,
ERIC Document Series, 1976,

. Changes in socioeconomic 2nd demogr-phic characteristics were
examined using primzrily the 1970 census date.

Spiridekis, J, Speciel education for the Greek bilinguzl child:
Greece, Cypurus and the United States. (paper presented
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for the Council for Exceptional Children Conference on the
Exceptionai Bilingusl Child), New Orleans, IA ERIC Document
Series, 1981.

Severely limited resources for Greek spezking children are
suggested for those in the U.S. and abroad. The genersl condition
of Greek bilinguzl special education is.articulated along with
suggestions for future action,

Squires, G. Bridging the gap: . a resssessment. Minnedota State
: Advisory Committee to the U.S. Commission on Civil Rights.
ERIC Document Series, 1978

This is an assessment of a 1975 report on issues in Indien
education and employment in the Twin Cities. Data indicates that
little progress has been made.

Survey of school prégrams snd oractices, 1980, National Education

Associstion Memo, Washington D.C. Research Division. ERIC
Document Series, 1980

The associations 1980 survey involved sending questionnaires
to 805 representative school.systems. Among topical aress expl ored
were provisions for educating the handicapped and nature of written
plans for ending rscial and sexual discrimination.

Takei, Y. Asian-Pacific Educstion after Brown and Lau, ERIC Docu-
ment Series, 1981,

Report explores Asian end Pacific Americans in the areas of
employment, housing, education and socisl service. Differentiatian
as to the degree of assimilation into Americen society before and
after 1965 vas made and explored in regard to the areas of concern,

The Bureau ot Indian Affairs is Slow in Providing Speeial Education
to all Handicagged Indian Children. Comptroller Genersl of

the U.S., Washington D.C. ERIC Document Series, 1979,

. The Navajo and Phoenix area offices sre used as examples in
review of the progress of the Bureau of Indian Affairs in achieving
the Education for All Handicapped Children Act of 1975. Some pro-

gress is noted. However areas lacking progess were documented 2nd
recounendations made,
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The educstion of Hispanics. Proceedings Midwest Conference.
Chicago, IL:. ERIC Document Series, 19:0.

The report summarizes the proceedings of the Midwest
Conference on the Fducation of Hispsnica, the last of a
series of five regional working conferences sponsored by the
U.S. Department of Education. Among nine individual presentations
and discussions were 1l)the exceptional Hispauic child and 2)bilingusl
special education.

Trosper, R, Indian Educati n, Wages and Lsbor Supply. ERIC Document
Series, 1981.

Data from the 1976 Bureau of Census Nationsl Survey of In-
come and Educetion wos Che source of informidtion, Comparison of
the 3,848 American Indians end Alasken Netives included in the
survey were made with whites on the basis of wages, labor force
participation and education.

Unived States Commission on Civil Rights. Success of Asisn American
Fact or Fiction. Clearinghouse Publication No. 69, 1980.

Exploration of the basis and validity of the idea that Asisn
Americans are economically successful. The 1970 census date is
addressed in such areas as occupation, income and levels of education,

Waggoner, D. Lsnzuage and demogrsphic characteristics of the U.sS.
populati-z with potential need for bilingual and other special
educat..onal programs. National Center for Educat’on Statistics.
ERIC Document Series, 1975.
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This report summarized the language background information and
certain demographic characteristics of language minorities in the
United States. The data wes derived from the Survey of Languages,

a pilot study of the non-English language background populztion

aged four and older sponsored by the National Genter for Education
Statistics,
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1975-76 LAU compliance evsluation report. report No, Seattle

Public Schools, Washington Department of Management informstion
Services, ER:C Document Series, 1977.

Data collected during the 1975-76 school year in Seattle as
part of t' e school district's activities to comply with the Lau v
Nicholzs Supreme Court decision by categorizing students sccording
to langusge background. It also contzins a compzrison of schievement
g2ins between English fluent and limited English 2bility students
after the introduction of bilingusl services.

.~1‘397»~‘ .




N TN 3 O, B A N O e B WA L TR
~~u4,?%ﬁ%éﬁ%%ﬁfﬁ%ﬁ%@?@%@%ﬁvéﬁu?ﬁ§??;ﬁiﬁ?%?%fﬁgézagféégg
A S S G O S AR
,

A2
e
-
£
e

=10~

1978 Elementary snd secondsry schools civil rights survey: enalysis
of selecved civil rights issues. vol. 1 Reports on ranked
districts for the netion. Killalms Associstes, Inc.,
Arlington, Va, ER!/C Documents Series, 1978.

This report is drawn from s 1978-79 survey of 6,069 school
districts in SO states regerding their compliance with Prderal
desegregztion and equal educstion laws. Among the sress conailered
were; pupils identified 2s requiring specisl education services but
not curreatly enrolled; disproportioncte representation of minorities
‘n specisl educstion.

1979-80 LAU yesr end report. Los Angeles Unified School District
Pub, No, 379. ERIC Document Series, 1980,

This second annusl yeer end report summarizes the efforts in
the Los Angeles Unified School district on behslf of children whose
primaxy language is not English, The response is documented in the
form of progrems in English as well as the students native language.
Mejor divisions of the LAU plan included; identification of nationsl

origin of minority students and assessment of their needs as well as
special education progrsms. :

1980 Elementary and secondsry schools civil rights survey, nationsl
sumusries. DBS Corp., Arlington Va. ERIC Document Series, 1982,

National suamary of data on the chasrscteristics of students
in United Stzates public schools based upon the f211 1980 Civil
Rights Survey. Table 1 presents nationel projections of survey
data snd table 2 includes survey data on which projections were
based. The survey attended to such areas ss enrollment participa~
tion in special education and bilingual programs, and h{gh school
graduation on the basis of student's sex, ethnic group and disability.

1980 Elementary and sec.ndsiy schools civil rights survey, state

sumnsries, Vol. I & II. D=S Corp, Arlington Va. ERIC Document
Series, 1982,
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Psll 1980 Civil Rights Survey data on students enrolled in
the United States public_ schools by state,

1980 Resolutions: national association for Asisn and Pacific American
education, National Association for Asisn and Pacific Americon
Education, Berkeley, California., ERIC Document Series, 1980.
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This paper contains nineteen resolutions adopted by the national
association regarding Asian and Pacific Americens, Among resolution
concerns were 1) the maintenance of Asian/Pacific American linguistic
and cultursl traditions by educational institutions, 2) increased
funding  of multicultural education and 3) increased collcction oif

o data on this group
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Watsua, B, & Ven Etten, C. (Ed.) Progrems, meterials and techniques
Bilingualism and specisl education. Journal of Learning Dis
abilities, 1977, 331-332., .

Focus on the examination of wariables necessary for the
successful mnctioning‘ of the linguistically end culturally different
child, This article is presented as an introduction to a more

$ lengthy report reviewing socisl policy and it's relation to the

3 The education of linguisticelly and culturally different groups

in the United States both past and present.,
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Location of Laguage-Minority Persons
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0 Language-ainority petsone vere located in every State in the Union.
However, saven Stetee had more thsa a aillion language-minocity
pecsons, seven had betveen 500,000 and a aillton, aad an 244itional
18 Stetss had betwees 100,000 and 500,000 such persons.

iy
P e

A0S

persons vere located ir all regions and

States. However, three out of five vere located {a five States of
the Southwest——~Arizons, Califoruta, Colorado, Wev Mexico, and Taxas.
These five Statee plus New York, Florids, tllinote, and Nev Jersey
accounted for adbout %0 percent of tne Spanish-language background

population.
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0 Spenish~langusge dackground
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0 More than one-fourth of French-langusge background persons lived in
Louistians, snd «nother «0 pefcent in the States of the Northeast,
principally Malne, Massachusetts, and Nev York.
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0 Each of ten widsly-separated Statss had 100,000 or acre persons of Lerman-
language dackground.
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"A CRITICAL LOOK AT TESTING AND

EVALUATION FROM A CROSS CULTURAL PERSPECTIVE"
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This research paper will first define and describe the target popula- ﬁ»
tion and discuss the common problems in distinguishing a "disability" . %«:

from a cultural or linguistic difference. Having defined this population
and the specific problems in appropriately identifyiqg these students

as exceptional students, the author will then summarise the legal mandates
impacting on the assessment of linguistically and culturally different
students. Thirdly, a brief summary and review of the research on t&s
uses and misuses of standardiszed assessment instrumehts will be presented.
Fourtnly, the most common approaches being practiced in the field of
nondiscriminatory assessment will be described and critically analysed.
This study will then recommend viable alternative nondiscriminatory
assessment and evaluation techniques, approaches, and recommended model
practices. In summary, recommendations in the area of cross cultural

assessment and evaluation will be made for local, state, and federal

e b
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educators who are involved in either the development of policies or
the implementation of services to culturally and linguistically different

students who may or may not have exceptional needs.
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WHO IS OUR TARGET POPULATION?

This research paper focuses on a group of children identified as
linguistically and culturaily difterent. -This group is composed of child-
ren who are native speakers of a language other than English. It in-
cludes both childmn. from immigrant families and children from native-
born American families who speak languages other than Engiish. It must
be remembered in defining this population, that in defining s child as
a member of a particular language group, one must not separate the
language from the particular cultural context in which it is spoken. ‘
Different cultures may share a ‘coluton language and yet vary greatly in
cultural values: Erench speaking children from Haiti, Canada, and
France represent very different cultural and linguistic populations.

Therefore; the term linguistic minority student refers to a student
who is a native speaker of a language other than Pnglish. However,
within this category there is wide diversity. The term may refer on
one hand to those students of varying degrees of literacy who have just
migrated with their families to the United States. It may refer to
students who are living in the United States and leaming both languages
similtaneously. A third category is the second generation students who
prefer to speak ihglish at school and speak their native language within
their own home. Finally, there are the migrant children who may be
represented in any of the above descriptions. ‘The following representation

describes the continuum. (Advisory Board of Access, 1980)

Iinguistic Minority

Recent Studentd in U.S. Second Generation Migrant
Immigrant using two languages students prefer Student
Students BPhglish - speak
L1 at home
A B c A,B,C
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The term culturally and linguistically different exceptional child-
ren is defined as those .tndividgals 1o exhibit discrepancies in growth
and development due to health related impiirments; hearing impairments;
mental retardation; orthopedic relsted handicaps; serious emotional
disturbances; learning disabilities; speech impairments; or visual
impairments. (Advisory Board of Access, 198n). The linguistic levels
of these children would fall at varying poiuts on the following continuum.

Linguistic levels of Exceptional Students

!

Monolingual  Domitant L)  Bilingual  Englidh Dominant Monolingual

L} (non and some . Students (I2) with L Inglish

Znglish) English L &I2 ability (L1 for this

(L2) (approximate . child)

equas profi-

ciency devel~

oped)

Semilingual

I &12

(approximate

equally poorly

developed)

On the left of the continuum are the monolingual sveakers of the

first language. Then we have the dominant L) speakers who have some English
ability. In the middle of the continuum-are the apparent bilingual students
with comparable proficiency in both languages. Many of our exceptional
students fall within the middle of this continuum and "semilinguals", A
child defined as a semilingual is a child who is displaying equally poor
ability in both languages. This kind of student is unable to perform
cognitive tasks in either language. According to Cummins (1976), his/
her threshold level of language development thas is needed for this
child to function academically has not been reached. Next on the

continuum are the English dominant students with some L3 ability.
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Finally, thers is the monolingual BEnglish students.
Although categorical definitions of students have often served to
label students, isolate thenm, aﬁd deny them equal access to educational
Programs, because theses categoriss arc used throughout school systems in
the United States and are the basis for establishing funding under P,L.
94.1l2 (The Education for the Handicapved Act), a brief description of
each of the major categories will be presented from the perspective of
serving the linguistic minority exceptional student.
Tae first widely used category is that of mental retardation. Accord-
ing to the American Association of Mental Deficiency (AAMD):
"Mental retardation refers to significantly sub- o
average general intellectual functioning existing e
concurrently with deficits in adaptive behavior :
and manifested during the developmental period."
(Grossman, 1971) *

In this definition, intellectual functioning refers to results of

%
o
W
B

individual intelligence tests and significantly sub-average refers to ,i
an I.0. score more than %wo standard deviations below the mean. Adaptive :%;
behavior refers to the degree to which the individual meets personal }é
independence ’and social responsibvility; expecled of his age and cultural ?i
groeup. (Grossman, 1977) ,}f
The socio-economic and cultural and linguisiic bias of standardised %
tests, particularly I.0. tests, has led to questioning the value of i:
using these tools with iimited English proficient students as well as g?
with other cultural and linguistic minority situdents. (Cole, 1981; gi::
Olmedu, 1981; Garcia, 1981; Rescnly, 1981; Laosa, 1977; Oakland g
and Matuszek, 1977; and others) %
Mercer (1971) discovered that of those pessons who would have bee: ?
labelled as mentally retarded if their clsssification depended solely on ﬁ‘f
test scores, a full 84% had completed eigkht grades or more in school, Ag
50 o
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83% had held a job, 80% were financially independent or a housewife, and
almost 100% were able to do their own shopping or travel alone.

Culturally and linguistically differ;snt students are most affected
by the process of standardized testing. Unfamiliar tes¢ content, attitudes
of the examiners, unfamiliar with the child's culture, the students limited
proficlency in Inglish, language variations, unfamiliarity with test con-
ditions, and lack of motivation to perform well on the test sre all critical
factars that influence a student's performance-on standardiszed tests.
Therefore, ihe label mental retardation traditionally arrived at through
intelligence tests is a very misused classification with linguistic,
cultural and racial minority students.

’

A second exceptional category is the bqhaviorally disordered. Accord-
ing to Hodes and Tracy (1972), characteristics of behaviorally disordersd
students fall into two categories: hyperactive-aggressive and fearful-
withdrawmn. Some characteristics that appear in many definitions are:
inability to learn that can not be explained by other factors, difficulty
in relating to others, inappropriate behavior under normal circumstances,
general unhapéiness » and development of physical symptoms for personal
issues. (Ambert, Dew, 1982)

Linguistic minority students, particularly recent immigrants, under-
g0 extireme stress and culture shock and exhibit, temporarily, signs of
behavior disorders. In addition, culturally different students, who
may be behaving approbriately for their own cultural group, may be seen
as behaving abnormally in this society's context and may be erroneously
labelled as emotionally or behavicrally disordered. On the other hand,
linguistic minority students exhibiting extreme signs of emotional
disorders may not be identified because their behavior may be explained
away in terms of cultural differences.
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A third category, that of learning disabled is defined in P.L.
9L.142 as:

"Specific L-D means a disorder in one or more of -
the basic psychological processes involved in
understanding or in using a language, spoken

or writtun, which may manifest itself in an
imperfect ability to lisien, think, speak, read,
write, spell or do math calculations, The tem
learning disabled does not refer to students who
have learning problems. which are primrny the
result of visual, hearing, or motor handicaps "
or mentally rutarded or culturally, educationlJy
or economically diaadvantaged "

In contrast to the federal detinition of learning disabilities,
Mercer (1976) discovered that in L2 state departments of education,

the definition of ieaming disabilities resulting pr'j.mnly from

environmental “disadvantaged" were excluded in only 55% of the regu-
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lations. Current definitions, in many state regulations, don't :
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clearly indicate that culturally different children who lack Inglish
skills should be excluded from being labelled I-D. (Gonzales, 1977)
Linguistic minority students who have not reaciied 4he level of
English necessary to perform cognitive tasks are often misclassified
as learning disabled. A misconception exists that if a student has
achieved enough language to communicate but is not able to use that
larguage in order to perform more difficult cognitive tasks, then that -
student must be leaming disabled. (Cummins, 1971; Duncan & De Avila,
1979)
According to Cummins (1976) the "threshold level of competence"

Oy
€45 rbenin

M1

in each of the child's languages must be determined in order to determine

-t

which language should be used to instruct the child. All other factors
considered equal, the child should be taught in his/her strongest i

language. Cummins warns against educators demanding that linguistic
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minority students use mInglish in order to learn when the student has

not had the amount of time necessary to develop the level of Bnglish
language needed to cognitively handle the content. According to Qummins,
it takes spproximately five years for a student to develop a language

to a point vhere he/she can completely function in that language.
Therefore, when a student is asked to perfox?n in a language that he has
not yet fully developed, he .will perform poorly and can be erroneously
classified as I-D. (Cummins, 1980)

A fifth category is communication disorders. When assessing lin-
guistic minority students, the students must be assessed in two languages
and findings must be interpreted across language.

Developmental errors made by second lan.guage leamers, in syntax,
articulation, and vocabulary are often wrongly libelled as a communica-

o 5

i,
:‘d

tion disorder. (Ambert, Dew, 1980) The child whose language use should
be categorized as different because he/she is developing within the

e oy
i e o

v
M.

e,

nom and also is aopiring another language or a variety of the same

2
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language is often misdiagnosed as having a disorder.

Other disorders such as hearing, vision, and other physical dis-

Y

orders are often undetected in linguistic minority students. For

example, according to specialists of the hearing impaired (Fishgrund,

L A

1980), there is a high incidence of hearing loss among Portuguese
minority students that has gone undetected. If linguistic minority
students who have physical disorders can he identified, then many of
these students can,with minimal remediation, remain in a regular class-
room.

A final category which is considered in some scates to be included
in the definition of exceptional education is the Gifted. However,
P.L. 94.142 does not consider the Gifted Child as exceptional.
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The most recent definiticn uscd in found in Federal law Saction S04
of the Gifted and Talented Chiliren's ict of 1978 which states:

i
"Gifted and talented children means children who o
are identified at the preschool, .elementary or ' =
secondary levels as possessing demonstrated or
potential abilities that.give’ evidence.of high .
performance capibilities in aréas:such as in- .

leadership ability, or in peforming and visual
arts, and who by reason thereof, require sarvices
or activities not ordinarily provided by schools.!

tellectual creative, special academic, or

There are many lists of subjective descriptors thought to define
gifted children. The problem is that most linguistic minority students ’
do not gain access tc gifted programs because of biased identification
procedures, evaluators, and programs unstaffed with bilingual personnel.
(#mbert,Dew, 1962) ’
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WHAT LEOAL MANDATES HELP SAFEGUARD
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LINGUIST JC MINORITIES IN {HE ASSESSMENT PROCESS

% It was not until the civil rights movement of the sixties, that the

‘* needs of ethnolinguistic groups began to be recognized. Since then, there
E 3 have been however, legislative, executiva and Judicial actions on behalf
; of ethnic minorities. (n the legislative level, Title VI of the Civil

; _ Rights Act of 196lL, prevents discrimination on the basis of race, color,
or national origin in any federally funded program. Therefore, any

i school system could be found guilty by' the Office of Civil Rights of

‘ discriminating against culturally and ling.zistically' different students

if that system de;ties equal access to this populatjon of students.
"Furthermore, the Bilingual Education Acts, (1968, 1974 and 1979)
Title IX of the Civil Rights Act (1972 ), Section 504 of the 1973
Fehabilitation Act, the Equal Education Ooportunity ict (197L) and
P.L. 94.142 (Education of the Handicapped Act) provide additional

: legislative protections for linguistically and culturally different %

" students.” é:

‘ n the .executive level, the Office of Givil Rights issued both the h‘:%
Federal Lau Remedies (1975) and the well known May 25th 0.C.F Memorandum 4

i (1975). The Federal Lsu Remedies was the result of the lau v. Nichols

‘. (1974) Supreme Court decision which clearly est;ablished the fact that

a school can not claim to provide equal access to limited English pro-

St Al

I3
o

‘ ' ficient students by providing them with the same services. The decision

s Al R

rendered in the Lau v. Nichols case was on behalf of the Chinese students’

.
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rights to have support services in their language and in English as a

PR
PO

second language. The United States Supreme Court stated that "there is

no equality of treatment merely by providing students with the Same °
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facilities, textbooks, teachers, and curriculum, for students who do
not understand English are effe?tively foreclosed from any weaningful
education." The Lau Remedies demand a transitional bilingual program
for all limited IEnglish proficient students, including those with
*disabilities". Specifically the remedies require that a district
implement a systematic procedure for identifying numbersof LEP
students in a system, assess the relative language dominance of
students in native language and Bnglish, and to provide an appro-
priate instructional program which would ensure educational oppor-
tunity.

The May 25th Memorandum addressed the issue of inappropriate place-
ment of minority students in svecial education class;s. The memorandum

specifically stated that "School districts ﬁust not assign national
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R
origin, minority group students to classes for the mentally retarded on PYQ
the basis of criteria which essentially measure or evaluate Engiish %%
language skills", ’E

As a result of the 1970 memorandum, a Task Force was formed by the %

Director of the Office of Civil Rights. This Task Force consisted of

o
B §

Puerto Rican, Mexican American educators, social scieniists and
Community leaders who developed monitoring strategies and recommendations
addressing the assessment and placement of minority students in classes
for the handicapped. (Bergin, 1980)

At the Judicial level, the fact that a student's linguistic or
cultural difference cannot be used to label a child as "exceptional"
or "disabled” has been clearly established in several cases in state

courts.

These include: Diana v. The State Board of Education (California,

1973); Llarry P. v. Wilson Rites, Superintendent of Public Instruction
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for the State of Califormia (California, 1979); and Martin Iuther

King, Jr, Elementary School Children, et al v. Ann Arbor School District
Board, F. Supp. 1371 ED -(Michigan, 1979)..

In Jose P. et al v. Gordon M. Ambach et al (New York, 1979) a New

York court mandated that the New York City Board of Education evaluate
students in their native language or by whatever means s student is able
to communicate.

In lora v. Board of Bducation of the City of New York, 465 F. Supp.

1211 (1977), the court asserted tiat the overrepresentation of minority
students in special education classes violated the rights of minority
students.

The Guadalupe v. Tempe Elementary School Distri’ct (1971), also

raised the issue of the improper use of standardised intelligence tests
to place students in classes for th~ ment;ally retarded. According to
Bergin (1980) an out of court settlement of the Guadalupe case provided
many of the same provisions agreed to in the Diana Case (which involved
the misclassification of Mexican Americans in classes for the mentally
retarded). In the Guadalupe Case, the recognition of disproportionate
numbers of Mexican Americans and Yaqui Indians in classes for the
mentally retarded led to provisions to limit that number systematically,
within a limited period of time. .
The above court decisions have been based on the zuaranteed provisions
under P.L. 94.142 (The Education for all Handicapped Children Act) which
quarantees educational rights for all exceptional children. A most
important provision in this act entails that "handicapped" children
receive a free gppropriate education in the least restrictive envir-
onment. Specifically, both the provision that a student has the right

to be assessed in his/her dominant language and that parents have a
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right %o be commnicated with in thcir home language help safeguard the
rights of linguistic and cultural minorities.

Nevertheless, misclassification-and ﬁisplacement of linguistic
minority students still continues despite P.L. 94.142 safeguards, other
legislative mandates, and numerous court cases. According to Bergin
(1980) at the point of the lau [emedies (1975), bilingual teachers
began to complain about the rising numbers of exceptional students
that‘wern being placed in bilingual classrooms. The reasons given
for this underrepresentation of linguisiic minority exceptional students
in special education classes were the inappropriate assessment instruments
and the lack of biiingual special education teaching'staff and materials.
According to Landurand (1978), less than 5% of all limited English pro-
ficient students enrolled in bilingual programs were evaluated and
identified as exceptional. A further research investigation by
Muttall and Landurand (1983) of 20 school districis in 4.S. revealed
that a substéntially smaller percentage of limited English proficient
than the 12% national incidence figure for special .education are being
identified foé special education. .

It appears that many linguistic minority ctudents, who have little
communicative abilities in English, are not being identified and referred
for special education at a rate equal to their monolingual Bnglish
speaking peers. On the other hand, linguistic minority students, who
have attained some level of Bnglish communicative ability are main-
streamed into regular monolingual classes, are disproportionately
referred for special education services and over enrolled in special
education classes. (Landurand, 1980)

Bias in testing has inevitably led to inappropriate placements.
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Mercer (1973), was the first to document this problem when she found
in her Riverside study that the rate of placement for Mexican-American
students in classes for the ment:ally retarded was four times larger
than their representation in the total school enrolliment. 'mcke'r
(1980) studying several school districts in the Southwest explained
the difference in proportions in enrollment as merely a relabeling
from mentally retarded to learning disabled.
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WHAT IS NONDISCRIMINATORY ASSESSMENT ?

In November of 1975, the Education for All Handicapped Children Act
was signed into law, and it took effect October 1 of 1977. A provision
of P.L. 94-142 is the assurance that testing and evaluation materials
used are not racially or culturally discriminatory. Tests must be
administered in the child's native language, and adapted to assess
specific areas of educational need, rather than provide a single IQ score.
The child must be evaluated in all areas with a suspected disability, e.g.
intelligence, academic performance, hearing, vision, commmnication, emotional,
and health,

"Non-Discrindnatory" identification and placement is basically defined
by Section 612 (5) (C) 94.142 which says that in order to qualify for
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assistance, a state must establish:

755
e

Procedures to assure that testing and evaluation materials and procedures
utilized for the purpose of evaluation and placement of handicapped child-
ren will be selected and administered so as not to be racially or cul-
turally discriminatory. Such materials or procedures shall be provided
and administered in the child's native language or mode of communication
unless it clearly is not feasible %o do So and no single procedure shall

be the sole criterion for determining an appropriate educational program
for a child.
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In determining whether an assessment process is appropriate, the tester,

“x i,
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the test, and the testee must all be considered as important components in
this dynamic process.

A. THE TESTER

Who should test linguistically/culturally different students? All
things being equal, a tester who speaks the language of the child, under-
stands the culture of the child, and is a skilled assessor will be the best
choice for the child. The examiner's knowledge of the culture of the chilq,

either through birth or training, is also extremely important for understanding

the examinee's behavior and perception of the testing situation (Plata, 1782).
In addition, Oakland and Matuszek (1977) state that examiners who do not give

evidence of a warm, responsive, receptive but firm style towards minority
o children will not be able to establish the rapport needed for successful
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testing and therefore, will not obtain the best performance from the child.

Because of the lack of native language assessors, many school systems

use discriminatory testing practices.

Typically, the student is given an evaluation where English language

is used as the medium for testing. Because of the linguistic minority
students attainment of basic oral-aural English skills, it is assumed
that this student can be evaluated in English. Prior to testing, lan-
guage proficiency in BEnglish and native language is not determined.

Standardized instruments selected by the monolingual English psychologists
are selected and administered to the student. Scores are computed, even

though many psychologists are aware of the irrelevancy of the norms and
inappropriateness of many of the items to the child'; cultural back-
ground and experience. The result is that ]:ittle is learmed about the
child's level of functioning and misclassification is most likely to
occur.

A second common evaluative approach involves a situation where a
linguistic minority student, referred for an evaluation, is obviously
of limited English proficiency. The school psychologists attempt to
evaluate the ;tudent with the help of an interpreter. . The interpreter
is given no training in administering tests. The psychologist is un-
aware of the accuracy of the interpreted question. The standardized
instruments used still contain inapompriate items and still have not
been normed on this population. Furthermore, other potential vroblems

in using interpreters are:

1) the interpreter may not be equally fluent in both languages
and may translate incorrectly to the child or to the teste.®

2) the interpreter may identify with the child and subconsciously
prompt the right responses non-verbally or through other cues

3) dinterpreters are usually not trained or familiar with the

principles of test administration, human development, and
human relations
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4) interpreters who are of different social class, race, or ethnic
group may be negatively disposed towards the child even though
they speak the same language. Because of these and other pit-
falls, school systems should either try to avoid using inter-
preters or develop special programs to train them. (Nuttall,

Landurand, 1983)
A th?.rd current evaluation practice is to have a limited English pro-

ficient student evaluated by a bilingual psychologist, who is unfamiliar
with the child's cultural background. Other school personnel, unable
to speak the student's language, delegate to the bilingual psychologist
the total responsibility of evaluating the student and recommending a
placement. This practice is very poor because the psychc’ogist may
be very insensitive to the child's cultural background, and/or may
also be a poor assessor,
A fourth approach involves a sensitive bilingual psychologist,
who understands the limited Bnglish proficient student and his culture
and understands how to use evaluation instruments cautiously. He/
she relies on a rmltidisciplinary approach to assessment and gathers
relevant information about the child from many sources. The result, in
this case, will probably be a more accurate assessment of the child's
abilities and weaknesses and a more appropriate placement for the child.
In sum, it can be said that the psychologist must use, in the assessment
process, his/her knowledge of social, cultural, cognitive, affective,
and psychomotor development, jndividual differences, second language
acquisition, and learning and behavior disorders in order to identify
the stucents' potentials and weaknesses; select appropriate techniques
to meet the student's needs, assess the results of prescribed interventions
in improving performance; and tc refcr students' requiring special services
to the appropriate program,
Th order to make accurate assessments, a number of areas should be
examined, such as the child's interaction with adults and peers in the

school setting; school adjustment; functional ability level; adaptive

15 62

format et i skt

ol 2

¥, R

1&34}‘»;“
ot

g,
Xy
3.

2

AR
AT

)

ol g W . U
R IR PN T Tt SN
’ AT

ek

PR Akl
i oAl
X v

20

s

.
[t

i
i
LY
&
Py
n:’
¥
~3
<%
2
A
#
3
1
. ‘2
&
?
i
e
3
¥
=




Y —<H . -
- - PN B T N N O T I R I ¥ Ty iy T . o
o ¥l ”:‘f( 55 ': «’”;;{;ef%aﬁ;_:*eﬁ*g,:éx,_4{;’;4»“5,'\;}?3&;, AL A .&2’;"" ‘P‘ﬁa :af_,.;?’“{.‘(: e n;@;x;g “
€% i P ~ - . R,

N
%

]

o H

-t
Fidt
AL

P2
"

.y':;fg. W
5
AR

behavior; social development; performance in basic academic skills in the
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primary and secondary language; and perceptual-motor skills. The constitutional
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protections of equal educational opportunity and due process must be maintained,
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and ethnic/racial, sex, cultural, and language variables must be considered.
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B. THE TESTEE N

The child's level of English proficiency, the attitude of the child e
being tested, and the behavior of the child taking the test all influence 2
the child's performance and the way that performance is interpreted by , ~§§
the tester. The behavior of children during a testing siiuation is very :%,

.
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dependent on many factors. The way their culture defines learming, their
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past experiences with test taking, whéther they were reared in a cooperative
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or competitive environment, (Pepitone) their cognitive style (Ramires,

23
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Castenada), their cultural values (Camanza) are all major factors in deter-

(8

3 e S

mining a child's performance on standardized instruments. A child whose

PPN

culture does not value "time" in the same way as Biro-American middle class
culture will not respond to "timed tests" in the same way as many middle class
Baro-imerican children. A child who exists in a cooperative learning environ-
ment will appear unmotivated in a test taking competitive environment. In
addition, a child who .iv primarily field sensitive in his/her relationship
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to adults and to instructional material will have difficulty responding to a

formal situation demanding him/her to perform formal tasks to a non personal

te L 0
L

adult. An assessor who understands the cognitive/perceptual/ and interactional

behaviers of his student can sdapt hic technique and procedures in order to

> A e,

establish the rapport that is necessary for this ethnolinguistic student to

perform at optirmm level.

C. THE TEST

The literature on nondiscriminatory assessment has primarily focused
on the biases of standardized instruments. Te:ts have been critized for

Q "item bias" and improper standardization. Tests used in American schools

16 63




EEINTY RN L T T TS g1 ekt P -

are generally written by middle class individulas and reflect an Anglo
conformity ideology typical of that class level and culture.(Mercer, 1979).
Not only do the content items reflect Euro-American middle class &periences
but values such as competitiveness and esphasis on time slso reflect Buro-
American middle class culture. Ethnolinguistic minority students who have
not experienced these values and have not learned this content obviously are
at a disadvantage in taking these standardized tesis.

In addition to item bias, most tests used in the United States are

normed on the. majority population. Even when tests claim to have included

minorities in their standardization population, minorities are included
in such small ratios that the results are insignificant in influencing
the standardization results.

Furthermore the interpretation of test scores is of critical con-
cern especially when a culiurally or linguistically diZferent student
is concerned. The assessor needs to probe further as to the possible
reasons for the student's low score. Was the test administered to a
limited inglish proficient student in Bnglish? Does the student speak
a nonstandard dialect and was the test given using a standard native
dialect? Was the child unfamiliar with skills necded to take the test?
Many questions need to be answered prior to making any interpretations

about the student's performance.
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WHAT ARE THE APPROACHES BEING USED

IN ORDER TO ELIMINATE OR REDUCE BIAS IN TESTING?
A widely used approach in testing limited Pnglish proficient students

is to translate and/or adapt standardized tests. This approach implies
direct or written translations, weighing the non-verbal portion more

heavily than the verbal and varying the speed and power components of the

test (Mercer, 1979). The advantages are that this approach is easier than
developing new tests. In addition, children's scores improve when given the
test in native language (Nuttall, 1983). Nevertheless, this approach presents
many prpblems., Standardized translated versions of tests do not take into
account the many regional dialects that students have (Plata, 1982 Deivila &

Havassey, 1974). In addition, words do not have the same meaning when trsnslated.~:;j

Words in one language may not have the same frequency of use in a second langusge
(DeAvila & Havassey, 197L. Therefore, a word that may be considered very
basic in a child's second language may be a very difficult or non-existent word
from the persvective of the child's first language. In addition, the content
still reflects American middle class culture (Mercer, 1979, Plata, 1982).
Translating « test does not deal with the question of whether a child has
“experienced" the items; if the child's experiential realm does not include
exposure to specific situations and experiences, responses to items dealing
with this issue are invalid and the results suspect.

A second approach used is to establish ethnic nerms. The intention
in developing ethnic norms is to compensate ethnic minority students for
their "deprivation". Ethnic norms are problematic in that they have the
potential for encouraging lower expectations for minorities.

A second problem in this approach is that it does not provide educators
with any accurate diagnostic information needed for educational programming.
Instead, it may lead to false comparisons between different ethnolinguistic

groups. A further problem with establishing =thnic norms is the
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reinforcement of a false assumption that groups are ethnically homogeneous.
Use of ethnic nomms will encourage the tendency to assume that lower scores
are ultimately indicative of lower potential, thereby coatributing to the
self-fulfilling prophecy of lower expectations for minorities as well as
reinforcing the genetic inferiority argument proposed by Jensen (197i)
and others (Miltilingual Assessment Program, 1976).

A third attempt to respond to criticism of standard 1.Q. tests is

to create "culture fair tests"., Under the category of culture fair tests

are: the common culture approach. the leamrming potential approach, and
the neo-piagetian approach’.

According Nuttall (1983) the common culture appr'oach employs the use
of problems or tasks that are equally famili..ar or unfamiliar to people
in most cultures. These tests tend to be non-verbal, performance oriented,
symbolic responses to relationships among figures or designs. The ad-
vantages of this approach is that it is economical, and can be applied
to all groups, Some of these tests minimize dependence on verbal ability,
(Cervantes, 1977) speed, item content, and test wiseness (Mick, 1962).

This app.mach has been widely criticized for many reasons. Msrcer
(1979) and Oakland and Matuszek (1977) contend that tl;is approach is
unable to yield similar means and standard deviations for different
racial groups and social classes. Mercer (1979) further criticiszes this
approach for its non predictability of academic performance. Mick (1982)
points out that several of these tests like the Raven's require formal
skills learned only in a school situation. Oakland and Matuszek {(1977)
criticize the fact that his approach does not assess important psycholog-
ical characteristics. According to Muttall (1983) some common tests

which fall within the common culture approach are Cattell's (Qulture Fair
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Tests for measuring intellipence (Mmstitute for Personality and Ability
Testing, 1973), Raven's Progressive Matrices (1960), Goodenough Draw-
A-Man Test (Harris, 1963), leiter International Performance Scale (1966),
Bender-Gestalt Visual Motor Test (1938)

A second approach in the category of developing culture fair tests
is the Learmning Potential Approach. In this approach children sre pre
and post tested on a non verbal reasoning test such as the Ravens.

Bestween tests they are trained to process the test. The difference
between the first score and the score after training is the child's
legrning potential. Preponents of this approach contend that it gives
a measure of the child's ability to leam. Budoff (1976) claims that
it predicts non-verbal leaming performance in school. Opponents of
this approach claim it is extremely time consuming (Rodriques &
Fernandez, 1961) and test data is limited to non-verbal area and
does not predict future academic performance (Mercexr, 1979).
M example of the learming potential approach is Raven's Pro-
gressive Matrices using a test-train-retest paradigm of M. Budoff (1972).
A third approach within the category of culture fair test is the

Neo-Piagetian Approach. This approach consists of applying neo-

Piagetian measures to determine cognitive development. According to
DeAvila & Havassey (197L), scores on tests taken in Melish, Spanish,
or bilingually showed no appreciable differences. Performance of
Mexican and American samples both were within expected limits of
cognitive development for given chronological ages. No ethnic
differences were found.

Opponents of this approach cite the following disadvantages:

the ability to predict academic performance is unknown, because many

67

N
R

- g™t e W L. W N =, M - I YA
* Dan kT s Y L it ol TSI, Py Sy & T > ety o p Sty s,
- PP TS L o YA g %4- R b e R oy P K s oA
ihe e gt il ¥ A VO v b 0, € it ey 0 e AR L PRLALSIVEY f g
RS AR S B NS igd ; s S bz

46

5
%
1

R
e %
X
)
“

%

A
i
M

IS

<




A G O T AL N U TR R LY LT AR b A0 S0 o8, W " R
S SRS 5 2 SR A h A ok

school systems do not organize their curriculum according to developmental

stages, the practical 1es of tiis test are limited, and Piagetian cog-

nitive theory is difficult for teachers and parents to understand.
Examples of this approach (Muttall, 1983) are the Plagetian measures
developed by DeAvila and Struthers including Cartoon Conservation Scales.

Measurss are computeriszed to give information and recommendations to
Parents, teachers and administrators through a system called PAPI
(Program Assessment Pupil Interaction) {Deavils, 197h, Struthers and
DeAvila, 1967).

A fourth apprqgch to diminish discrimination in asse - .at is the
creation of culture specific tests. These are specific tests designed
for each major American sub-cultural group (Laosa, 1977). The advan-
tages of this approach is that it allows the child to be assessed at
his/her level of functioning relative to expectations of his/her
family and subculture (Mercer, 1979). This approach further high-
lights the fact that test performance is highly dependent upcn the
degree to which the test reflects the test taker's own culture. There
are several criticisms of this approach. It is impossible to contruct
tests for every subculture. In addition, student's performance on these
tests does not predict the child's ability to function in relation to
American core culture (Mercer, 1979). Examples of culture specific
tests are: Black Intelligence Test of Cultural Homogeneity (BITCH-100)
(williams, 1975). This test inclu*s one hundred multiple choice vocab-
ulary items which deal exclusively with Black culture. However, since
the vocabulary list was chosen from the dictionary of American slang,
it i, probably biased against middle class Blacks.

A second test, Bnchilada Test (Ortiz & Ball, 1972) contains thirty-

one multiple choice items which deal with Mexican-American barrio life.
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A £ifth approach is Mercer's Milti Pluralistic Approach. This approach

uses parent interview and student testing in comprehensive assessment of
the whole child (including medic;al, socio~cultural, intellectuai: and
behavioral aspects). This approach develops miltiple normative frame-
works for socio-cultural, socio-economic, racial-ethnic and geographic
groups. A student's estimated learning potential is computed by com-
paring his/her score with the average score for persons from similar
backgrounds (Nuttall, 1982).

The SOMPA (System of Multi Pluralistic Assessment) has advantages
and disadvantages. It provides comprehensive information to classify
a child. JAnother claiimed advantage is that it is easier to renorm
existing tests and obtain infomation from pareats t.hgn to develop new
unbiased tests (Nuttall, 1979). However, SOMPA has been heavily criticized.
Sore major criticisms voiced are: the validity of the SOMPA is Just
beginning to be established (Nuttall, 1979; Oakland, 1979), lack of
national norms is major drawback (Nuttall, 1979; Reschley, 1979), the
length of the battery makes it impractical for routine use (Plata,
1982), the estimated learning potential does not predict achievement
(Oakland, 1977). Because the estimated learning potential is designed
to predict how well a student could perform in an optimum socio-
culturally pluralistic learning environment, and because very few of
those environments actually exist, the estimated learmning potential
becomes educationally useless for purposes of educational planning and
programming. An additional two criticisms of the SOMPA are that some
minorities find the “regression formula" concept demeaning. The process
of adding points to a student's score because of the students socio-

cultural background is viewed by some minorities as more harmful than
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helpful. In addition, SOMPA does not provide useful diagnostic informe
ation to program for the child.

The fifth approach is a Task ﬂnalg- is Aggmach; In this-approach
the tester analyses the skills and behavior required to answer each test
item and determines reasons why the child does not respond correctly.
The child is then trained in the areas of weakness and retested
(Kaufman, 1977). Because emphasis is on the mastery of conmtent,
the advantage of this approach is that children are treated as indi-
viduals and not compared to others. (Mercer and Usseldyke, 1977)

In addition, treatment is an integral part of the task analysis model.
The model is eeséutially a test-teach-test approacp (Mercer & Ysseldyke,
1977). Criticism of this approach is that some of the methods of analyzing
the tasks can become difficult as tasks become complexe (Kaufman, 1977).
Another criticism is that this approach has been used mostly in academic
achievement areas. Examples of this approach are Key Math Test, Woodcock
Reading Mastery Test. According to Nuttall (1983), exponents are Kauffman
(1977), Resnick, Wang and Kaplan (1973), Gold (1972) and Bijou (1970).

A sixth approach is Criterion Feferenced Tests. Unlike norm-

referenced tests, criterion referenced measures are used to compare an
individual with established criteria or performance standards s and not
with other individuals. (Popham & Jozek, 1969). A strength in this
method is that it evaluates a child on clearly specified educational
tasks (Mowder 1980) and is directly interpretable in terms of specific
standards (Oakland & Matuszek, 1977). There are several cited dis-
advantages to this approach. Reliability and validity are 4ifficult to
ascertain and cultural biuses are hari to eliminate (Oakiand & Matuszek,

1977).
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A second criticism is that selecting appropriste behavioral ob-
Jectives and criteria, can pxovg to be difficult and time consuming.
(Laosa, 1976; Boehm, 1973) )

A third criticism is that the tendency to use these tests to
establish standards of excellence or desirable educational goals should
be avoided (Oskland & Matuszek, 1977). An example of this approach is
SOBER - Espanol (Cornejo, 197L) which provides comprehensive evaluation
for Spanish reading (Nuttall, 1982).

A seventh and final approach is the Global ggg;oach To Test Bias.

In this appmach, nonbiased assessment is viewed as a process rather

than a set of instruments. Milti factored assessment values language

, .
dominance, adaptive behavior and sociocultural background (Reschly, 1979).

Every step in the assessment process is evainated as a possible source
of bias (Tucker, 1980). The advantage of this approach is that it is
the most comprehensive and realistic approach so far developed to aid
the practitioner in identifying the sources of bias opzrating in their
assessment system (Ambert, Greenberg, Pereira, 1980). The disadvantages
in this appreach are that it underestimates the role of content bias

of tests, it is too time consuming and does not guaraﬁtee eliminating
bias. Examples of this approach are: Guide for Non-biased Assessment
(NRRC, 1976); Tucker's (1980) Nineteen Steps for Assuring Non-biased
Placement of Students in Special Education.

Based on the author's experience with local school assessment
procedures in relation to limited Bnglish proficient students, the
Global approach to Assessment is highly preferrei as a necessary first
step in assessing any student. Other approaches such as criterion

referenced, task analysis,.and test-train-retest models need to be

pursued particularly with this population.
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. WHAT ARE THE MOST COMMON ASSESSMENT PRACTICES? ;;;jé
k o
%@ Several surveys (COulopolous & De George, 1982; Morris, 1977, %%
é Bogats, 1978; Mick, D., 1982) have described the testing practices used ‘ %%
3 by school personnel to assess limited English proficient children. . giﬁ
- In a 1977 survey of twelve large school systews, {arizona, %%
2. Galifornia, Colorado, Florida, Illinois, Nevada, and Texas), x%
5 Yorris found that the four tests most commonly used were the Bender- . %ﬁ%
1 Gestalt Test, Draw-A-Person, Leiter International Performance Scale, . E%
and Wechsler Intelligence Scale for Children (WISC-English version). '
The first three of these tests fit in the common culture approach to %gé
- diminishing bias because there is less reliance on verbal skills. ?%

According to Nuttall (1983), five years later when Coulopolous 7
and De George surveyed twenty-one school ﬁsychologists in Massachusetts,

- they found the four most frequently used tests were the exact same ones
obtained by Morris, even though other instruments and approaches were
available. The study found that the Baglish speaking psychologists
administered the tests using interpreters, pantomine, or whatever
amount of English the child had mastered.

In the largest study of all, Mick (1982) surveyed one hundred and
fifty-seven administratnrs of special education in four states, (Texas,
New Mexico, Florida, Massachusetts and two cities, Philadelphia and
New York). She reported her results in terms of ascessment "modifications"
for bilingual (Hispanic) students rather then in terms of specific tests
used. However, ilick reported that non-verbal subscales were frequently
used. Use of criterion-referenced tests, pluralistic assessments, and

culture-fair tests were used only occassionally. The most frequent
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modification cited was the use of language proficiency tests. Often
modifications that were used on}y occassionally were matching the ex-
aminer to the examinee, observing the child in the classroom, and
using interpreters. Seldom were they attempting to improve the child's
test taking skills or to use local ethnic norms (Nuttall, 1983).

In the twenty-one school systems surveged in Nuttall and Landurand
report (1983) to the Office of Bilingual Mucation and Minority Affairs,
the most frequently used testing approaches were the common culture
approach and adaptations/translations of existing tests. None of\the
systems reported using the culture specific approach or the Global
approacn. Seven of the twéuty—one systems reported using the multi-
pluralistic approach in total or in selected parts ﬁ;inly the adaptive

battery (ABTC).
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ARE THERE VIABLE ALTERNATIVE
COMPREHENSIVE CROSS~CULTURAL APPROACHES?

It is the contention of this author after reviewing the research
in the assessment of linguistically culturally different students that

of the approaches presented, the Global Approach To Test Bias offers

most promise because of its emphasis on the process of evaluation.
In addition, for each child frem 3 linguistic minority background,
a multi disciplinary assessment team should be composed. This team
should include at least one person who speaks the child's language
and is familiar with the child's culture and one person experienced
in bilingual education, preferably in the child's language.

Prior to conducting any assessments, a .detemination of the child's
level of proficiency in both his/her native language and in Bnglish must
be made. Care should be taken in selecting instruments that claim to
test proficiency. Both oral and written proficiency must be determined.
In cases vwhere there are no instruments to test proficiency in a child's
native language, then an informal assessment approach needs to be devel-
oped in order'that this information be made available.

The child should be observed by the assessment te'am in a variety
of settings, including the classroom. A description of how the child
functicns in each of thesc sciiings schould be gottien.

A team member thoroughly knowledgeable about the child's culture
and language should prepare a home survey after visiting the child in
his/her home setting. This team member should ascertain what language(s)
the family normally speaks, what langnage(s) is spoken in the neighbor-

hood, what exposure the child has had to the English speaking core

27 74

R T TR

X A’Iﬂ

SOHr TR

PRSI
LR

i
£

Ty

R
5t
o \{é
A
3
X
ot
e
Y
&
&
.
f

Sude e




.
g
Zita
ok,

o=

e e R A S R R N YRR P B RS TR R
. T R te ta WY R i O ToE 2.
B D " R v PR S X

culture, and the child's educational background. Information‘ about the
child's previous history and experience is critical in cross-cultural
assessment.

A medical examination is an important aspect in cross-cultural
assessment. Often, linguistically and culturally different students
are placed in restrictive special education settings when the problem(s)
could easily have beeu corrected by eyeglasses, hearing aids, or other
psysical devices. Many physical problems which can be easily rectified
go undetected because the child does not receive a medical examination.

A fourth area of assessment which is often overlooked when working
with linguistic minority students, is the educational assessment com-
ponent. At minimum, reading and math diagnostic assessments must be
conducted in both native language and English. It is not enough to
know that a ten year old child is performing in Inglish at a second
grade level. What specific skills does the child display in both
languages? Which specific areas does the child display skills in
one linguage? Which specific areas does the child display a lack of
skills in both languages?

Instruments such as Xey Math Diagnostic and Woodcock Johnson may
be helpful in determining the child's academic achievement status.
For the many limited English proficient siudents, informal reading
and math inveuntories in their native languages must be developed.
This requires native language speakers preferably who understand the
educational background of the child and skilled educational diagnos-
ticians, ’

In determining what areas to assess in greater depth, the first step
should be gathering as much available information as possible. The child

should also be observed in his/her natural setting; assessment information
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obtained from his/her classroom behavior; interaction with classmates and

peers; the quality of his/her work, and interest and difficulty levels.

A parent interview is helpful in providing further background information.
After the data gatheritig process is comple‘ed, the assessor can then
hypothesize as to the possible preceding factors which may have contributed
to the assessor to decide what assessment techniques and instruments may be
appropriate,

A1l assessments should focus on determining how the child functions
both socially and cognitively in both English and the native language.
Therefore, all procedures and techniques should be administered by an
appropriately qualified professionsl who is familiar with the child's
culture and speaks the chiid’s language. If, after every attempt has
been made, there is no appropriately qualified professional to conduct
these assessments, then an interpreter needs to be sought and trained
to skillfully work with the monolingual assessor. Cross training and
teaming needs to occur between interpreter sud monclingual assessor.

In regards to the assessment process, assessment procedures and
recommendations for placement in special programs should be chosen
to miximize the child's opportunities to realize his/her potential
for success. All test results and information should be interpreted

in the context of the child's cultural and social background.
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WHAT HECCOMMENDATIONS CAN BE MADE TO

LOCAL, STATE AND FEDERAL EDUCATORS TO
INSURE THAT CULTURALLY AND . LINGU ISTICALLY
DIFFERENT STUDENTS BE APPROPRIATELY ASSESSED?

The problem of providing appropriate assessment for children
from linguistic minori‘les is plagued by a general lack of information.
Many local districts and states do not presently collect data on these
children. There is a need to collect data on numbers of children in
particular language groups in varioue mﬁolingual regular, bilingual
and special education pregrams. Avsilable data should be collecled on
the number of children £rom linguistic minorities wh'c: have limited
commnication skills in Inglish, according t:o language group. Specific
information is needed on linguistic minorities who have educational
handicapping conditions according to category of handicap; type of
placement and language group. Of this group of linguistic minorities,
a breakdown of limited English proficient students by handicap and
placement is needed. It is very important that the Office of Bduca-
tion require .that states request this information from local districcs.
Information of this nature should be coordinated, int;rpreted and
disseminated.

The development of an effective system to collect, analyze and

disseminate dat@ about linguistic minority children is an important

first step toward a better understanding of the problem (Task Force on

Cross-Cultural Assessmeat, 193C).
Considering the high risk of inappropriate educ_:ational placements
for linguistic minority children, it is critical that bilingual and
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special education programs work closely together. In many states,
bilingual special education programs are nonexistent or not defined
clearly. There is an overall lack of coordination at federal, state,
and local level. Because of this lack of coordination, inappropriate
assessment procedures and placements continue to occur. There needs
to be assigned staff 1t local ard state level to coordinate ard mon-
itor assessment, placement and programming of linguistic minority
students. Once this coordination is in place, then areas such as
developing standards for 2ssessors in competcncy in the lznguage and
guidelines for use of interpreters in assessment of limited English
proficieni children can be'addressed. ,

A third area of critical need is the lgck of training personnel.
A major need cited by bilingual and special education directors in
twenty states is lack of bilingual certified assessors and specialists
to serve linguistic minority exceptional students. There are in many
states no guidelines for determining many levels of linguistic com-
petency for those professionals assessing children from linguistic
minority grouﬁs.

A third recommendation is that the Office of Biucation assume a
leadership position in addressing training needs in bilingual special
education. The Office of Special Bducation shonld require state agencies
in their comprehensive system of personnel development to address the
issue of staff development in bilingunl special educaticn. Funds should
be appropriated in this area. The development of cadre of trained
personnel must be addressed.

There is a need for research in this area in order to determine

best nethods of assessing these children. The effect of a child's
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cognitive style on his/her performance is one area among many that needs
further research. The Office of Education should, through requests

for proposals, encourage needed research in area of cross-cultural
assessment.

As stated throughout this paper, current assessment practices result
in inappropriate placements for children of ethnolinguistic backgrounds.
At present, assessment of children from linguistic minoritius is often
conducted in English, if the child understands the language at all.

If not, assessments are conducted throuéh an interpreter, who has little
if any knowledge of assessment. The reliance on inappropriate instru-
ments continues. There needs to be the devalopment{yf a comprehensive
system of assessment for ethnolinguistic ch{ldren. This system should
encompass at the state level a development of policies and guidelines
and a means of monitoring the implementation of these guidelines at the
local levelt

Cross-cultural assessment is an area plagued with problems. These
problems stem from lack of administrative coordination, lack of trained
personnel who'speak languages of children, lack of degcriptive data,
lack of clearly articulated guideiines and procedures, and lack of
research. If linguistic minority students are to receive appropriate
assegsments, placements,and programs, emphasis must be placed in '
addressing the above areas and not on finding the appropriate tests.
There will never be a test or tests constructed to solve the problem(s)
in cross-cultural assessment. The ethnolinguistic child needs to be
understood and described in his/her cultural and linguistic context
at home, in the commnity and at school. A well articulated, creative,
comprehensive cross-cultural approach is needed in order to do this.

Are we able to meet this need - this challenge?

2 g




Advisory Board of Access. National task-oriented seminar in bilingual

sgecial education personnel preparation, Unpublished paper, March,
1961, . i ‘

Ambert, A. & Dew, N. Special education for exceptional bilinpua). students: ,

A handbook for educators. University of Wisconsin-}ilwaukee s Midwest
National. Origin Desegregation Assistance Center, 1982.

Bergin, Victoria. Special educationmeeds in bilingual programs. Inter
America Research Associates, Inc., National Clearinghouse for
Bilingual Education, 1980.

Bogats, B. E. With bias toward none. (oordinating Office of Regional
Resource Ceanters, University of Kentucky, 1978.

Budoff, M. "Measuring learning potential: An altemative to the
traditional psychological examination”. Paper presented ai the
First Annual Study Conference in School PFsychology, Temple
University, Philadelphia, June, 1972.

Castenada, A, & Ramirez, M. Cultural Democrac Biscognitive
Development and Pducation, Academic Press, 1974.

Cervantes, R. A. Problems and Alternatives in Testing Mexican American
Students. ERIC Document. Paper presented at annual meeting of the

Ameiican Educational Hesearch Association, Chicago, ILL. April,
1974,

Cole, N. S, "Bias in Testing" in Glaser & Bond (Eds.) Testing:
Ooncegts, mlicg, practice, and research, American Psychologist,
VOlo ’ 1_0) 1 7’1077, mtOber, 19810

Coulopoulos, D. & De George, G. Current methcds and practices of

school psychologists in the asseasment of 1in t
children, Massachusetts Department of Bducation, Division of

Special Education, 1982.

Cummins, J. “The Pntry and Exit Fallacy in Bilingual Education.®
NABE, Journal 4, pp. 25-29, 1980.

Qummins, J. “Tha Role of Language Development in Promoting Educational
Success for Language Minority Students", in Schooling and [anguage
Minority Students, A Theoretical Framework, pp. 3-L9. Ios Angeles,
Calif., Evaluating Dissemination and pssessment Center, 1561.

De Avila, E. & Havassy, B. "Piagetian altemative to I1.0.: Mexican-

American Study" in N, Hobbs (Ed.) Issues in the classification of
exceptional children. San Francisco: Jossey-Bass Publishers,

1975,

.
.
e

s e———

— e b

- < !.(
RS L O
)

-
o
’. L 1 N &
sty 2 s PRE T S e oyl
Tt fo e P s LN RS

et oot o
o PEy
AT

18
. TEE
P} R,
N L A=l
. R
% go
St . \:“\1:",
. }-‘ ’ A
'y,
. 3 A
LR e
;w’&- R
W
. i
i BV
R e
[eh . :?ﬁ'
el © 3G
2
4 [ ‘? £
U -
R
It ' B
' I.:_} P
o
..}
H - A
12
&
. Y
.
e
R
O
o i
S I % g
. =
s
.
!u
X
K]
k4

grre

L et e




B
-
el

.

s

gy

14 Ll

!

-

’ R Sy R R AR NI R ¥ ST T SR © RS 5 e s ey o A2 Sl
e %, SR _;‘;aﬁ*;gt;g’g i} 33}’%::;“ ‘Zﬁ 55 ‘4:;5&‘%@?{%:2;’3%;; g,ﬁﬂ“if = ;:n% sﬁtaﬁf&%@: 62
N s D Rt K N < - .

De Avila, E. & Havassy, B. "The Testing of Minority Children - a neo-
plagetian approach". Today's Biucation, November-December, 197l

Duncan, S. E., & De Avila, E. A. "Bilingualism and Cognition: Some
Recent Findings."” NABE, Journal L, pp. 15-50, 1979. .

Fischgrund, Joseph. Personal Interview, 1980

Gonzalez, G. “"language, culture, and exceptional children.” _Exceptional
Shildren, May, 197L.

Grossman, H. J. (Ed.). Mnual on Terminology and Classification in
Mental Retardation. Vashington, D.C.: American Association on
Mental Deficiency, 1977.

Ksufman, J. Proceedings of a multicultural colloguium on nop-biased
pupil assessment. Bureau of School Psychological and Social

Services, New York State Department of Education, 1977.

landurand, Patricia. Bisep Report. Massachusetts Department of
Blucation, Division of Special Bducation, Quincy, Mass., 1977.

landurand, Patricia. Culturally Responsive Education: Where are we,
vhere are we going, and how do we get there: ERIC Document.
Paper presented at Bilingual Special Riucation CEC Conferencs,
New Orleans, 1980.

laosa, L. M. "Nonbiased assessment of children's abilities: Historical
antecedents and current issues” in QOakland, T. (Ed.) Psychologjcal
and Educational Assessment of Minority children, New York:
Brunner/Magel, 1977.

Mercer, J. labeling the mentally retarded: C(linical and social systems

rspectives on mental retardation. Berkeley, CA: University of
Galigomia Press, 1973.

¥Yercer, J. R. & Ysseldyke, J. "Designing diagnostic-intervention programs"
in Oakland, T. (Ed.) Psychological and Educational Assessment of
Minority children. New York: Brunner/Maszel, 1977.

Mercer, J. R. SOMPA: System of Milticultural Pluralistic Assessment.
Technical Manual. New York: Psychological Corporation, 1975.

Mick, D. B. Assessment Procedures and Fnrollment Patterns of Hispanic
Students in Special Fducation and Uifted Programs. Dissertation,
Ohio State University, 1902.

lorris, J. "What tests do schools use with Spanish-speaking students?"
Integrated education, March-April, 1977, 15(2), 21-37.

81




Yowder, B. "A strategy for the assessment of bilingual handicapped
children". Psychology in the schools, January, 1980, Vol. 17(1).

Nuttall, Vasques-Ena & Landurand, Patricia. "A Study of Mainstreamed
LEP Students with handicaps in Bilingual Classrooms." Unpublished
Research Document, OBEMIA, 1983.

Oakland, T. & Matusck, P. '"Using tests in nondiscriminatory assessment"
in Oakland, T. (Ed.), Psychological and educational assessment of
minority children, New York: Brunner/Mazel, 1977.

Olmedo, E.L. "Testing linguistis minorities”. In Glaser & Bond (Eds.)
Concepts, Policy, Practices, and Resesrch. American Psychologist,
October 1981, Vol. 36(10), 1078-1085.

Pepitone, Bwmy. Children in cooperatimand competition. lexington,
Mass.. D.C. Heath and Company, 1580. .

Plata, M. Assessment, plac.emnt » and programming of bilingual excep-
tional pupils: A practical approach. Reston, Virginia: Council
for Exceptional aﬁm, 1382.

Popham, W. J. & Husek, T. R. Implications of criterion-referenced
measurement. Journal of BEducational Measurement, 1969, Vol. §,
ppo 1-9.

RERNEER

gk e P A




<

k

4

e AR AN i Eeac®,,
sl Redenans i
St

e
37

3
3,

&,

Fo

AIOTATZD BI3LIOZRAPHY

V4 .
BTN Ve e et

v e a2 2

Wi

e b B RR I i kn e




e e Sapre C L e gy R "‘,;?g\y;}}p’s:‘g‘“:-‘:%’ﬁ{*‘;tj?(y&}ﬁ’{‘!“?&‘?f_}j{; *vax\ﬂz%vz_g‘%‘ys*’f*{gﬁif“:;mfgg%%
B

i

W

Abbott, iobert, % Peterscn, Patricia. "Leaming Disabilities - They're P

All Around You." Paper presented at International Bilingual-Bicultural :‘“g

Hucation Conference, hicago, INlinois,. 'y 1975, pp. 2-12. g

This article discussed the diagnostic-educational procedure with the 3;%,
bilingual-biculgural child. The following major cultural and Pt

linguistic differances are discussed: language, family structure, E

values, and leaming siyles. In summary, the authors conclude that
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functions than traditional tests, vary considerably in format, may
possibly increase the differential between culturally disadvantaged
and more adventaged students, have questionable item content because
it isn't certain yet which type of items the culturally disadvantaged
perform better on, and they have not yet been proven to have higher
validity than traditional tests, The author concludes that the
eliminaticn of group differences on tests is futile and calls for
studies of the behavioral significance of test differences.
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and Sex LDifferences." arerican Educational fesearch Joumal, January
1972, 9{1), 1-12.

This paper presents research that documents that sex may play a greater

role in the development of patterns of mental abilities than either
ethnicity or SEsS.
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This paper explains and clarifies key aspects of P.L. 9L-142 and
Section 504.
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Background." California Jstate [epartment of Fducation, PFsychol b
Services Department, East Side Union High School District, l§§l. &

The author discusses a.project which represents a model that is pro- “1
posed as an intermediate step in on-goirg development of a culture- 3
fair model for assessing the leamning and behavior problems of s
adolescents. In this model, diagnosis is re-centered from the B

traditional focus on variables assumed to be within the yeuth, to .
3 focus on the youth as a person who is developing within a total j
learning space. In this model information about the child's

specific cultural and social patter.s being transmitted to the
student is sought and evaluated.

Bereiter, C. “The fgture of individual differences.’ Harvard Educa- .
tional PReview, 1969, 39(2), 310-318. , '

Intited. response to A. R. Jensen's "How Mich Can We Doost IQ and
Scholastic Achievement?" (1969). Suggests that as a function of
various factors of a complex society, individual differences in
intelligence will become more consequential. Discusses Jensen's
proposal for educstional programs. Cutlines possibie implications
of early education experiments and educationally induced IQ gains.

Bergan, J. R., % Parra, T. B. "Variations in IQ testing and instruction
and the letter leaming and achievement of inglo and bilingual Mex-

ican-/imerican children." Jourmal of Hducaticnal Psychology, December

Investigates the effests of variations in language of test adminis-
tration on IQ, leaming and achievement in Anglo and bilingual Mexican
American preschool children. Purpuse is to examine the relationship
betveen IQ and academic leaming under varying instructional conditions.
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Hypothesizes that variations in the language of test administration
influence IQ performance. This was supported.
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Instruction and the letter Leaming and Achievement of Anglo and
Bilingual Mexican-American Children.” Journal of Educational
Bsychology, January 1579, 16(8), 819-826.

Investigates the effects of variations in language of iest adminis-
tration on IQ, leaming and achievement in Anglo and bilingual
Yexican American preschool childrea. Purpose is to examine the

relationship between IJ and academic learning under varying ‘
instrucvional conditions. Hypothesizes that variations in the ‘,‘&;}
langvage of test administration influence IQ performance. This S
was supported. 8
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Inter imerica Research Associates, Inc., National Learning House p
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This document reviews bilingual special education from an historic ?’
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Bernal, E. M., Jr. "Introduction: pecspectives on nondiscriminatory &
assessment." In T. Cakland (ed.), Psychological an%w ¥
assessment of minority children, New York: Brunner/Mazel, Inc., G
1977, xi-xiv. %

Introduces problems in assessment and placement of minority child- :
ren in special education programs. Distinguishes between testing
and assessment. Qutlines problems of misclassification of children :
and need for sensitivity to expressions of cultural behavior.

Discusses need to build upon cultural strengths of minority children.

Berry, J. W, "Radical cultural relativism and the concept of intelligence."
In J. W. Berry & P, R. Dasen (eds.), ture an n;

in cross-cultural psychology. London: Me‘huen & Co., Ltd., 1974,
oB. 225-229.

Theoretical article dealing with consequences of generalizing
Western concept of intelligence to other culiures. Outlines need
for investigation of culturally indigenous ideas of cognitive
competence and wide sampling of behaviors to determine individual's
skills. Outlines growth cf Western ccncept of intelligence "\is-

torically. Discusses valuing of different cognitive behaviors
across cultures.

Eiesheuvel, S. "The nature of intelligence: someé practical implica-
tions of its measurement."” In J. W. Berry & P, R. Dasen (eds.),
lture and cognition: readings in cross-cultural psvchology.

London: Methuen % Go., Ltd., 197L, pp. 221-22L.

Reviews concepts of general intelligence, primary mental abilities,
and development of specific skille. Discusses influence of environ-
ment and culture, measurement of intelligence, and use of a
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"common test" to predict adaptive behavior. Discusses conditions
for test use including behavioral criterion and consistent validity
among differing groups.

Blachford, Jean S. "A Teacher views criterion-referenced tests."
Joday's Bducation, March-April 1975, 8L, p. 3. .

Points teachers must consider as they become part of the National
“ovement toward criterion-referenced tests, and a Plea for proper
inservice education.

3owles, S., & Gintis, H. "IQ in the U.S. class structurs."” Social
Policy, Double issue: November/December 1972, January/February
1973, 3(lL' & 5), 65-96.

Discusses the role of IQ in the class structure. Gives brief
review of the IO controversy, with special attention to the
social consequences of intelligence differentials among races

and social classes. Summarizes research related to the aeconomic
importance of IQ.

Bruner, Jerome, & Cole, Mchael. "Cultural differences and indifferences
about psychological processes.” National Society for the Studs of
Education Yearbook on Early childhood Education, 1972, pp. 537-376.
This article discusses difference and deficit hypothesis that have
been used to explain the intellectual performances of students who
are culturally different. The central thesis of the article derives
from a reexamination of the distin~tion between competence and
performance. The problem is to identify the range of capacities
readily manifested in different groups and then to inquire whether
the range is adequate to the individual's needs in various cultural
settings. From this viewpoint, cultural depreviation represents a
Special case of cultural difference that arises v:en an individual

is faced with demands ¢c perform in a manner inconsisteat with
his past experiences.

Sryen, D. N. "Special education and the linguistically different
child." _Bxceptional children, 197h, LO, 589-599.

The author reviews the literature te support the contention that a
dispreportionate number of minority group children are placed in
special classes because of biaged placement tests. Noted are
recent court challenges and criticisms of special class placement
as both educationally unsound and racially discriminatory.

Budoff, M., Corman, L., % Gimon, H. An educationsl test of learring
potential assessment with Spanish speaking wouth. (Vol. L, No. 71).
Cambridge, ¥ass.: Pesearch Institute for Sducational Problems,
1974. (ERIC Document :eproduction Service No. ED.108 436)

The authors compared the predictive ability of certain leaming
potential (LF) and IQ tests with S4 low-income Spanish-speaking
students (grades 2 through 5) in a “ransitional bilingual urban
school. The Raven LP procedure, the Semantic Test of intelligence,
the Wechsler Intelligence Scale for children (WISC) in Spanish,




Cattell, 3 B.

Cervantes, R. 4.

ohen, Alan.

Cohen, . A.

%

and the WISC Vocabulary Subtest in Spanish and Mglish were admin-
istered to the children.

“dre I.3. tests intelligent?" Psychologr Today,
March 1968, pp. 56-62.

Proposes two kinds of intelligence, fluid and crystalized. Discusses
research, definitions, measurement, and development of culture-

fair tests based upbon fluid-ability measurement. Discusses correla-
tion between the two factors, prediction value, effect of age.
Provides several tables and graphs, including examples of culture-
fair test items. :

Problems and altematives in M an
arerdcsn gtudents. Washington, D.C.: DHEW/National Institute
of Zducation, 1974. (ZRIC Document Seproduction Service No.
ED 093 951) '

The problems of using standardized tests with Mexican-imerican
students, particularly the problem of "ethnic validity," are
reviewed. Ihadequate norm group representation, cultural bias ’
and language bids are purported by the author to be the most
common faults of standardized tests. The elimination of stan-
dardized testing as a principal means of individual or minority
group oriented educational program assessment is suggested.

nn, P, “The Exceptional Minority Child: Issues and Some Answers."
The Counc:il for Exceptional Children, April 1979, pp. 532-536.

This article briefly addresses some of the issues in identifying
the exceptional minority child, the issues of fostering a positive
self concept, motivating the exceptional minority -cnild and
developing teacher sensitivity is discussad.

"Some Learning Disabilities of 3ocially Jisadvantaged
Puerto Rican and Negro children.” ERIC Document, pp. 37-Ll.

The findings of several tests are used to describe some leaming
disabilities and pattems common in lower-class Puerto Hean and
Negro children. In particular, perceptual dysfunction is pointed

to as a major causal factor in the reading problems of the disadvan-
taged., -

“Concevtual styles, culture conflict, and nonverbal tests

oi‘sin;glligeace." American gnthropologist, October 13469, 71.(5),
82 "8 .

Two incompatible conceotual styles are identified, relational and
analytic. Theoretical research discussion on (1) incompatibility

in conceptual styles as a notable indicator of "eulture conflict,.”
(2) characteristics that distinguish such conflict from “deprivation"
and “culture difference” and (3) styles of conceptual organization

as culture bound characteristics. Includes sixteen references and
‘taxonony of test resoonse characteristics and socio-behavioral
correlates of conceptual styles."
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cohen, psalie. "Conceptual Styles, lture Conflict, and Non-verbal
Tests of Intelligence.” _American anthropologist, October 1969,

LA T i

21(5), 828-856.
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Two incompatible conceptual styles are identified, relstional and
analytic. Theoretical research discussion on (1) imcompatibility
in conceptual styles as a notable indicator of culture conflict,

(2) charscteristics that distinguish such conflict from "deprivation"

and “culture difference,” and (3) styles of conceptuzl organization
2s culture bound characteristics.

Cole, M. “Culture, cogniticn and I.0. testing." National Elementary
incival, arch-April 1975, Sh(L), L9-52.

Discusses role of past experience as primar; factor influencing
performance on achievement and ability tests. Classroom viewed
as representative of svecific culture and relationship to cultural
differences of children. ‘uthor notes that responses often depend
upen Jamiliarity with words, content of problem, ~and home culture.

Discusses tests as measure of past experience, not general ability;
discusses implications for education.

components of the system of multicultural pluralistic agssessment
ZSOHPA + The Psychological Corporation.

New York: Harcourt,
Brace & Jovanovich, Inc., 1978.

SOMPA (Syster. of Milticultural Pluralistic Assessment), developed

by Jane Mercer, and normed on 2085 Califomia school children, is
the outgrowth of ten years of research designed to more accurately
establish a chili's leaming potential. SOMPA inclades measures

of physical functioning (the Medical Model) adjustment and IO

(the Social System ifodel) and acculturation (the ?luralistic Model).
SOPA's unique quality is the consideration of I0 as a measure of
social system leaming, not. potential. Learning potential is
established by comparing a child's performance with that of

children with similar levels of acculturation, and adjusting the
I0 aczcordingly.

london, Z,, Peters, J, Y. 2% Suiro-Russ, C, 3pecial Fducation and the

Lispanic Child: Cultural Perspectives. Teachers Jorps Mid-atlantic’
Network, Temple University, Philadelphia » Tenn., 1979.

This documeat preserts the problems of identification, assessment,
evaluation and placement as they apply to exceptional Spanish
speaking students. The authors discuss the linguistic and cultural
variables which interact with and affect the educational process
with respect to 3panish-speaking children. The reader is made
avare of the linguistic and cultural interference in the educational
process and guidelines for meeting the specialized needs of excep-
tional Spanish-speaking students are suggested.

Sorman, L., % Budoff, M, “Factor structures of Spanish-speaking and
non-Spanish-spesking children on aven's Progressive Matrices.

Bucational & Psychological Jeasurement, 1974, 34(k), 977-981.
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The authors .performed a factor analysis of the Raven Progressive
Matrices for 228 Spanish-speaking and 243 English-speaking students
to determine if the test measured the same factors in both groups.
Four factors were identified: continuity and reconstruction of
simple and complex 3tmctures, discrete pattem completions,
reasoning by analogy, and simple continuous pattem completion.:
The last factor was distinct only for the English-speaking group,
as it merged with discrete pattern completions with the Spanish-
speaking students. The authors conclude the Raven measured the
same characteristics with both groups.

Coulopoulos, D., % De George, G. Current Methods and Practjces of
School Psychologists in the Assessment of Linguistic Minority

.nildren. Massachusetts Department of Education, Division of
Special Education, 1982.
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This study presents the current state of the art in Massachusetts
as it pertains to the ethnic minority child. The authors provide
a description of current practices and test use based on the
findings of a survey they conducted of the school psychologists
in Massachusetts commnities having a bilingual program.

ey

multer, e Ao, '3 I'IOI‘I‘OV, N. W. Ada V' viors ts
Measurements. New York: Grume & Stratton, 1978.

The authors present the importance of adaptive behavior in deter-
mining the presence or absence of a handicap bias such as place-
ment bias, item bias, and test bias are discussed. Definitions
of adaptive behavior, and survey results of what practitioners
think about adaptive behavior are presented.

s n e o 2 S

<l
i

-
FEE

%,

5 “f})“x e

Ty

Creating iwareness of Test 3ias: A Training Package. King of
Prissia, .a.: llational [eaming Resource Center of Pennsylvania,
1978.
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This is a program designed for inservicing educators involved in
the assessment of exceptional children. The packet contains eight
simulated assessment activities intended to alert users to the
problems of culture-fair testing and to potential sources of test
bias. The L5-page document includes guidelines for group dis-
cussion of each of the simulations. A narrative portion contains
an overview of test bias, key issues in testing minority children,
and methods for coping with the problem.

Sress, J. W. "Cognitive and personality testing use and abuse."
Journal of American Indian Educstiom, 197k, 13(3), 16-19.

The writer argues that cognitive testing among American Indian
sindents has valid though limited usefulness. Although scores
on cognitive tests may not be interpreted as valid estimates
of capacity or intellectual potential, they may be seen as
accurate predictors of academic success within the dominant
culture. Personality tests, on the other hind, stand in need
of demonstrated validity among American Indian populations.
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Qimmins, Jim, “Tests, Achievement, and Bilingual Students.” Pogusg
National Clearinghouse for Bilingual 3ducatjon, No. 2, February

150¢.

The author contends that the implicit identification of adequate
surface stricture control with “Znglish proficiency” leads teachers
to eliminate lack of English proficiency as an explanatory variable,
consequently, low academic performance on test scores among minority
language students are attributed to deficiencies in the student or
his or her background experiences.

Darlington, R, B. Is Qulture-Fairness Oblective or Subjective? Paper

presented at symposium of anaual meeting of American Education
lesearch Association New Orleans, la., February-iarch 1973. (ERIC
Document Seproduction Service No. ED 080 601)

The search for an objective, culture-free test is doomed to failure
except in the special case where different cultural groups have the
Same mean scores on the criterion variable to be predicted by the
test. In the general case, it can be shown that no test (except one
with the rate quality of perfect validity) can meet all the criteria
reaconably expected of a "culture-fair" test.

De Avila, E. A., % Havassy, B. I.Q. Tests and Minority children.
Astin, Tex.: Dissemination Tenter for Bilingual Sicultural
Education, 1974. (ERIC Document Reproduction Service No.

ED 1C9 261)

Test publishers and the nsers of standardized IQ and summary-gsore
achievenment tests have failed to consider the problems associated
with testing the minority child. 3ince the results of these tests
are used to determine the educational, economic, and social future
of children, a harder look at the minority child's cultural back-
ground is essential.

De Avila, E. A., % Havassy, B, “The Testing of Minority children - a

neo-Piagetian Approach.” Today's Education, November-December 1974,
83, 12-75,

Examines limitations of standard ID tests for minority children.
Proposes slternative aszessment model. Niscusses research on neo-
Piagetian measures of cognitive development with Mexican American
and other children in four Sonth-western states. Qutlines use of
computerized system for informational and instructional needs,
including individualized programs for each child tested.

De Avila, Edward. ":ainstreaming Ethnically and Linguistically Different
Children: An exercise in Paradox or a !llew Approach?” _ibinstreaming
and the ‘inority child. LTI on Special Education, Heston, Va.:

The Jouncil for ceptional thildren, 1976, pp. 93-109.

The author begins by critically evaluating the current approaches to
mainstream testing and contends that because of these limitations,
he attempted to develop an assessment system built on the theories
of Piaget. The PAPT information system i3 described as an attempt
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to provide a new direction which meets the needs of educators as i;
well as the needs of ethnically and linguistically different child- P
ren. . o
De Avila, E., % Havassy, B. “Plagetian altemative to I.Q.: Mexican- ?»
fmerican study.” In N. Hobbs (ed.) Issues in the Classification of 4
Xceptional Children. San Francisco? JossSey-Jass Publishers, 1975, ‘_.‘-f:
pp. ol5-265.
The authors discuss the Fiagetian theory of inte’lectual development é%%
in contrast to the theories of Jensen and amirez. Following this "R
discussion is a comprehensive description of the field study of v
Fiagetian measures. The authors conclude that the lack of congruence Lo
between the neo-Piagetian and standardized measures poinis to Qgg
Problems associated with sciiools and curriculum and children should - B
not be penalized for these problems. ;%é
SR
De George, G. P. "Steps in the Development of a Criterion-Referenced ;f,
Test. The Bilingual Joural, February 1977, 1(2), 7-10. f%g
Outlines basic steps involved in writing =2 criterion-referenced %?
tests and indica%e their preferred use. Practical approacd: pro- "
vides teachers with information whereby instructional decisions can kel
be made regarding individual students. 25
Jdizsemination and assessrment, nnter for Bilingual Iducstion. I.Q. a2

Tests snd sdnerdty (hildren, Mstin, Texzs: Dissemination and

L 25

oo

Assessment Zerter for Zilingual Educstion, 1978.

This publication demcnstrates point by point the inadequacies of I.9Q.
testing for panish-speaking children and children of other minorities.
2signed for usc by edinaiors, this edition provides useful informa-
tion about tests of intelligence based on translations; ethnic norms; :
and other elements that are not equally familiar to minority group i
children. The »uthors present the problems involved in I.Q. testing *
and provide suggestions for solving these problems.

Tistran, J., Deutsck, M., Hogan, L., Horth, i, & Whiteman, ¥, Guidelines o
for tecting mincrity group children. nn Arbor, ¥ich.: Society for
the Prychological Study of Soeial Issues, 1963. (ZAIC Document '
“eproduction ervice No. ED COL 643)

Standardized tests currently in use present a number of difficulties
@ith disadvantaged mincrity groups. The; may not provide reliable
differcntiaticn in the range of minerity group scores. The lower-
class child will tend to be less verbal, less self-confident, less
motivated toward academic achievement, less competitive intellectually,
less exposed to stirmliting materials in the Liore, less knowledgeable

about the world, and more fearful of strangers than the middle-class
child. :

fitzgebhen, T. J, The Use of 3tandardized Instiuments with Urban and
Jdnority-groue punils, JNew fork: Harcourt srace Jovanovich, 1971.
(23IC Document :epreduction 3ervice No. D 058 5C%)
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The iarcourt 3race Jovanovitch Test Jepartment has exnrassed concern
about administering standardized tests tec uroan and minority group

: papils. It has called for modification of test development procedures s
5 - to insure that the instruments are valid and appropriate. Areas B
- of concern inciude selecting appropriate norms and the testing of ;\}

those pupils whose native languace is not English. The suthor claims

- test developers have a responsivilit; to consider issues of test 7
T interpretation and use of test results. Information on the effective i’ffj
communication of standardized test information to the commnity 4

is included. #

:. Fowles, 3. R., % Kimple, J. ‘. "Language Tests and the "disadvantaged" “%
reader.” :padins torld, 1972, 1i(2), 183-195. AE

gy

> The authors examine the validitv and cultural bias of three standard 53
tests of linamistic skill. Included were the Wepman Test of. s

fuditory Jiscrimination (ability to distinguish sounds of language). *f"

i Harrison-Stroud “sading -madiness Profiles (diagnostic device for o
2 placing children in school), and Illinois Test of Psycholinguistic RS
Ability. A discussion of the iitersature and research on reading B

w reveals that the tests do little to indicate how children function. H
£ It is concluded, instead, that the tests help perpetuate a cycle :{;

of oranding minority-group children as failures, and then calling
for inaporopriate remediation.
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Q Frederiksen, N. Jiow to t measures the sam
different cultures, Princeton, N.J.: Educational Testing Service,
1976. (ERIC Yo. ED 131 093)
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A number of ways ol datermining whether s test measures the same
thing in different cultures are examined. ilethods range from
sinple techniques to those requiring statistical and psychologi-
cal knowledge.

Jee
Wk

L AN

A,

by

Gartner, Alan; Greer; Colin; & *iessman, Frank, (eds.). The jew
Assaults on Fqualiter: IQ and Socigl Stratification. New York:
Harper % How, 1974.

e e PR

Nine experts examine the past and present of the I.Q. controversy o
and draw some important conclusions about the role of I.Q. in ' ’
society.

Gavillan-Torres, E. "‘eview of literature on assessncnt instruments
used with limited English proficient Hispanic children suspected
of having handicaps”, undated.

The author reviews specific assessment instruments in view of

their appropriatcness for use with minority groups. -ecommendations
for improving assessment practices with limited Mmglish proficient
dispanic children are presented. y

Cerry, {. He “Cultural myopia: The need for a corrective lens."

Journal of. School ;svcholozy, 1973, 11(L), 307-31S.



The author discusses the recommendations of a Department of Health,
Education, and Yelfare task force for implementing the antidiscrim-
ination provision of a 1970 Office for Jivil Aghts memorandum.

The memorandum prohibited discrimination against minority children
resulting from failure to recognize their differing linguistic

and cultural identity characteristics. Assigning children to
claszes for the mentally retarded on the basis of measurss and
evaluations of English language skills was prohibited. The task
force recommended that school districts be notified of possible

discriminatory practices and suggested pmcedures to correct
these practices.

Gonzales, 5. “language, cultur‘e, and exceptional children."

Ixceptional thildren, ¥ay 1974, pp. 565-57C.

This paper presents the role of linguistics in the educational
assessment of culturally different children. The linguistic and
cultural bias of IJ tests as well as the role of adaptive be-
havior and community acceptance in minority groups are discussed.

Note is made of the difficulty of identifying gifted children who
are culturally different.

Goslin, David A. Teachers and Jesting. New York: issell Sage
Foundation, 1967.
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An exploratory study of the uses of standardized tests in schools,

teacher's experience with tests and testing, their attitudes and
roles.

Creen, Donald dss, & Draper, John F. "Exploratory studies of bias
in Achievement Tests." ERIC DCCUMENT, September 1972.

This paper considers the question of bias in group sdministered
academic achievement tests, bias which is iniierent in the instru-
ments themselves. A body of data on the test of performance of
three disadvantaged minority groups -~ norther urban black;
southem rural black; and southwestem Mexican Americans as
samples in contrast to white advantazed groups in the same regions,

was analyzed using five different general methods for examining
tests for bias.

FERER
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Green, Don2ld Boss.

Pacial and sthrnic 8ias in Test Construction.
N - M
“onterey, Califomia: “eGraw-Hill, n.d.

Adapted from a federally funded study of the same title. The
researcher found the need for changes in test construction pro-
cedures to produce unbiased instruments and suggests that
research should be 2 standard part of producing a test.

Greenblatt, J. "I.]. testing and minority outh." University of

Zashington, Seattle, 1979. Paper done for Educational Psychology
179.

fesearch on IQ testing among thicano, Black and American Indian
students is examined. Provides several explasations for low




national average IO for minorities. Offers some suggestions and
altematives for culture free test. Interpretation of IO tests
in schools is investigated. .

Greenlee, Msl. “Specifying the Needs of a Jilingual Developmentally
Disabled Population: Issues and Case Studies." I ’
February 19680.
This paper concentrates on reviewing what has heen reported about
“normal” bilingual development of Spauish and Prglish Children.
Sketches of three children who might be called bilingual, but
who show various developmental problems and a diverse set of
abilities. These sketches illustrate the heterogenuity of
linguistic skills snd different program requirements of bilingual
developmentally disabled children.

Harber, Jean 3. “The Bilingual thild with Leaming Problems.” ERIC
Clearinghouse, The Council for xceptional Children. Reston,
Virginia: 1976, pp. 2-5.

This paper reviews the research on the bilingual child with learning
problems. The author notes that a disproportionately large number
on non-Mglish speaking children are placed in special education
classes for the educable mentally retarded, and that this group is
undarrepresentec in classes for the leaming disabled. It is
Suggested that appropriate tools for evaluating these children be
developed and programs planned.

Havighurs’, R, J. “hat are the cultural differences which may affect

performance on intelligence tests?” In i. Davis (ed.), Intelligence
and cultural differences; a study )

Solving, Chicago: University of chicago Press, 1951, pp. 16-21.

Examines role of social class as determiner of experience and
performance on “ntelligence tests. Identifies three types of
culture in U,S, Examines home, family, commnity and school
contexts. Provides analysis of characteristics of upper

middle and lower classes which appear relevant to test performaace
and resulting cultural differences.

Hilliard, i. G., III. <tandardization ind cultural *ias as impediments

to the scientific study and validation of “intelligence." _Journal
of psearch and levelooment in Sducation, Winter 1979, 12(2), L7-58.

Examines standardized IQ tests validity and utility as scientific
assessment device. Outlines issues involving race stereotyping,
test noms, content, and cultural and lingnistic bias. JIdentifies
problems regarding predictive value, diagnostic misuse, and
statistical snalysis of tests. Proposes rethinking of both
testing and the construct of “intelligence” itself.
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Holwen, ¥ilton G., % Docter, Hchard. Fducational and Psychological

Hunt, J. M. Psychological assessment ‘. education and 2osial class.

dentifizatjon of Rias in Testine. eciklist an tjde. The

a:2. 7255 and (Pnority ildren. Dcveloped by *ultilingual Asse3se

Jaramillo, i, ‘Cultural conflict curriculum and the exceptional child.”"
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segting. dew York: ssell .Sage Foundation, 1772.

A1 evaliative study of the testing industry, its products, 2ad how
they are used, with asticn recommsndasiors Sor shose wuho in{lizence
gatexeepers of our society.

from the Missouri Sonfercnce on fae LAgal and slucabionsl Cone
sequences of the intelligeane Jesting .hvements’ slandicapped
Siildren and ‘Hnority Groun Jidldren. 1372. (ZRIC Document
‘oroduction Service io. I 077 943)

The crigins of norm-veferenced testing and the argunents against
its use are gummarized in this papar. The implications of the
interactionists' view cf heredity and eavironment are slso
exanined. 2Altemstive g3chemes for p3y7chological assessment which,
the author clains, could gnide the teacning process and encourage
ingenuity in teaching, are outlined. Topics such as the concept
of intelligence and the effect of achievement and motivational
autonomy, maturation and experience, and race and social class
differences on I2 scores are discussed.
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dationil Learning wmesourcze Jente: of Penn., 500 Valley Forge
Plaza, King of Prussia, Penn. 19405.

This gnide reviews the evaluation of tests for culture faimess
from five perspectives: technical adequacy, item content, testing
conditions, characteristics of the child, and examiner character-
istics.

ment Program, Stockton, CA., Austin, Texas: DA C3E. (197L).

This prhlicaticn demonstrates the inadequacies of I0 testing for
Spanish-speaking cnildren =ad otner minorit; children. Informa-
tion 3bont tests of intelligence based on translations, ethnic
norns, and other elemenis are critically discussed. The authors
offer siggestions for solving these problems.

- e

Exceptional children, say 1974, pp. 585-587.

The author 2sser's that there s a special need for teachers to
realize that there will be cnltural conflicts between themzelves
and some of their ctudeats, to try to understand different cultures,

and to use these differences %o earich the education of all their
students.
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Jensen, i. R. Intelligence, learning ability, and socioeconomic K

status. Paper presented at a symposium by the American zduca- &
tional :esearch issociation, thicago, 1968. (ERIC Document e
feproduction Service Mo. D 023 725) b

i
discussed are the theoretical explanations of the observation that ,g—?
low IO, low socioceconomic status children appear to be brighter et
in certain ways than low I0 middle-class youngsters. The two N
different theories of IO as a function of socioeconomic status-- 3
environmental or cultural vws. genctically determined blological s
factors--are evaluited. Also presented is a discussion of the A
importance of cultural bias in tests and of the various corre- .
lations of IO and leaming tests. &

)

Jensen, M., & Fosenfeld, L. 3. "Influence of mode of presentation,
ethnicity, and social class on teachers' evaluations of students."

Journal of Zducational Psychologmy, August 1974, 66(h), SLO-547.

Investigates transmission and influence of ethnic and social class
stereotyping on teachers' judgments of students. Teachers rated:
students on evaluative criteria after various types of videotape

presentations of lower and middle class Anglo, Black, and Chicano
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children. Findings indicate ratings are affected by mode of pre- i
sentation, ethnicity and social class. %
Jonnson, D. L.. & Jchnson, C. A. “Comparison of four intelligence j
tests used with culturally disadvantaged children." Psvchological -5
&@I‘ts, 1971’ gg.(l)’ 209'2100 g

fesponses to three brief intelligence tests, the Slosson Intelli- p
gence Test, the Feabody Picture Vocabulary Test, and the Goodenough
Draw-A-Man Test, were compared with scores on the Stanford-Binet
for 29 Head Start Children. Correlations with the S-B ranged from
.79 to .6L4. The Slosson was judged the best brief substitute for

the 3-3 in that it correlated .79 with S-B and its mean I0 was
virtually the same as the S-3 mean.
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venes, R., Gottlieb, J., Zuskin, S., % Yoshida, R, “Ovaluating

avaald

“ainstreaming Programs, Models, caveats s Tonsiderations, and
Cuidelines.” _Exceptional thildren, May 1978, pp. 588-401.

A variety of practical and theoretical issues pertinent to eval-
uation of mainstreaming programs are presented. The paper concludes

with 2 presentation of guidelines for developing and appraising
mainstream evaluation reports

Jenes, 3, Mainstreaming and she Minority child. Leadership Training
Institute/Special Education, The Council for Exceptional Children,
feston, Virginia: 1976.

This book provides conceptuilizations, strategies, and techniques
for teaching minoriiy students in mainstream settings. Theoretical
questions are balanced with practical concerns in areas ranging
from fundamental issues involved in testing minority children to
parental perspectives of mainstreaming.
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: Kagan, J. 3. "Inadequate evidence ind illogical conclusions." *

- flarvard Jducational .Bview, Spriag 1969, 39(2), 274-277. p

o, 33

- B

Invited response to Jensen's "How uch Can Ye Boost 0 and %

. Scholastic Achievement?” (1959). JIrisicizes conclusion that R

if a trait is under genetic control, then differcnces between :

porulations are due to genetic factors. Cites studies of
identical twins which indicate environmental effect. Dis-
! cusses possible effect of mother-child interaction on IQ

scores.

Kennedy, Graeme. “The Language of Test3 for Young Children."

The lLanguage Fducation of Minority Child n:  Selected Jpadings,
B. Spoloky, (ed.). Newbury House Publishers, Roxbury, MA:

19720

In this paper the author analyzes in some detail the way that
tests are often unsuitable for young children and for non
native speakers of Englisi.

La Belle, T. 4. "Deficit, difference and contextual explanations
for the school achievement of students from minority ethnic

backgrounds.~ UCLA Educator, December 1976, 12(1), 25-29.
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txamines three major explanations for the generally low achieve-
ment on IQ and standardized tests by economically poor ethnic
minority studen%s. feviews cultural deficit model and focuses
on cultural difference and contextual models. (Cites research
with various ethnic minority groups. Draws implications for
types of changes pronosed in testing and educational practices.
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L2os2, L. ¥, “Nonbiased assessmen® of children's abilfties: hictorical
enticedents and current issues.” In T. Oakland (ed.), Psychological

and educational assessment of minority children. New York: Brunner/
thel’ mc.’ 1977’ pp. 1'200
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Presents historical perspective on “nonbiased assessment of
children's abilities." Focus is particularly on conceptual,
sociological, technical, and ideological development that -
bears most directly on current issues in non-discrirminatory : -
assessment. llo particular ethnic group identified.

Learn, M. Z, “Children who are tested in an alien language - mentally
retarded?” The New Sepublic, May 1970, 162, 17-18.

Presents evidence that Mexican American students are assigned
to classes for the mentally retarded because they are given
culturally unfair IQ tests in English instead of Spanish.
Purpose is to show misuse of IQ testing. Chicanos and Blacks
located in Texas, Colorado and California are subjects of brief

study.

Locks, N. A., Pletcher, 3. A., & ipymolds, D. F. Language Assessment
Instraments for Limited Pnglish Speaking Students. A Need
Analysis. Department of Healtn, Education and Welfare, National
Institute of Education, Washingington, D.GC.: 1978.
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This report provides information on the adequacy of instruments
available for assessing the performance of limited-inglish-speaking
students and indicates areas of need. The report is divided into
three sections: The first section is current priorities in the
development and dissemination of assessment instruments for limited-
& English speaking students in grades K-6. The second section contains,
by language group, assessment instruments that were available for
review, unavailable or under development. The third section contains
§ exhibits that indicate the various survey and review instruments
‘ used by ATR in the conduct of the study.

- Longstreth, L. E. "A comment on "Race, IQ, and the middle class" by
L Trotman: rampant false conclusions." Journal of Educational Psy-
E_hOlng! Augustv 1978’ Zg(h)’ h69'h72.

i The validity of Trotman's (1977) study on "Race, IQ, and the Middle 1“
§-— Class" is questioned. Purpose is to show that Trotmaa's findings *3
are in contrast to a position that assigns some role to the genes %

in accounting for racial differences in intelligence. .
X ) . e
Macarthur, R. S. Mental abilities in cross-cultural context. Faper .

presented to Department of Psychology Colloquium, McGill University, A

5 Yontreal, 1966. (ERIC Document Reproduction Service No. ED 024 7L2) A
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Issues involved in testing the mental abilities of non-westem,
nonurban ethnic groups are discussed in this paper. The paper
reviews conceptions of intelligence and intellectual potential,
prediction under fixed and sdaptive conditions, the question of
environmental influences, and some formal test factors. Fxamples
are drawn from African, Canadian Indians, and Eskimo groups.

¥acDonald, J. B. "Some moral problems in classroom evaluation/testing."
The Urban Review, Spring 1975, 8(1), 18-27.

KR P

Identifies five major points regarding the nature and function :
of evaluation in the classmom. Defines moral evaluation and '
suggests teachers' role and responsibility in assessment of
students. Provides guidelines for appropriate testing and

disc.sses social consequences of evaluation, including aspects
of tracking and school records.

Martinez, H. (ed.). S3pecial ZTducation and the Hispanic child.
IRIC/TUE Urban Diversity 3eries, wo. fL. NI: Eiic, Clearing-

house on Urban Education, August 1981.

This publication is a series of written versions of presenters in
the Second snnnal »pllequium on Hispanic Issues. The following
major topics covered are: Jose P. and the Right to Bilingual
Special Hucation, factors to be considered when assessing bilingual
Jispanic children, the state of the art in the assessment of Hispanic
children suspected of handicaps, Puerto ican mother's cultural
attitudes toward the use of mental health services and training
educators to meet the needs of Hispanic exceptional students.




rassachisets Departaent of Ieation. hnanal for Identification of
Limitel-Znglish Freficiency Students with Special Needs. assachuzetts

[epartment of EZducation, Division of Special Education, March 1980.

This manual is a resource to aid teachers in understanding and i
providing limited Dnglish proficient students with appropriate
services. It includes sections on observation, modificztions in
the regular classroom, learning problems, reading, language
pattems of the child, and general testing procedures.

YcDiatmid, G. L. "The Hazards of Testing Indian Children." ERIC
DOCUMENT. 1971.

Referring principclly to Indians on reserves, this summary paper
discusses the role that poverty, hcalth and rutiition, social
conflict, langnage, and test motivation play in relation to in-
terpretation of test data obtained on Indian children. . Approaches
to measurement of the Indian child's mental ability that are
reported to be promising and discussed.

Mendoza-Friedman, 4., “Spanish bilingual students and intelligence
testing.” Thrust, Association of California School Administrators ’
November 1973, _3__22), 20-23.

Qutlines IJ test problems for the bilingual and bicultural
Chicano child. Deals with impact of testing; disproportionate
number of Chicano children wrongly classified as mentally
retarded. Discusses cycle of low expectation and low
achievement. Provides historical review of bilingualism

and testing controversy, citing specific studies. Author
studies performince of low income Latino and Anglo students
on Lorge-Thorndike Intelligence Test. Practical recommenda-
tions include additional bilingual education projects , use of
criterion-~referenced tests, training programs for bilingual
specialists.

dercer, Jane R, "I,0.: The Letnan Label." Psychology Today,
Vol. 6, pp. LL-UT7; 95-97, September 1972.

Yercer contends that schools have the primary responsibility for
identifying the mentally retarded via the I.Q. test which she
concludes is inaccurate and unfair.

Yercer, Jane X, Laoeling the Mentally retarded. Berkeleys Uni—=rsity
of California Press, 1983

federally sponsored study of clinical and social system perspectives
on Mental fetardation in an American community.

Yercer, J. R. "A technigue to compensate for culture bias in IQ tests."
Phi Delta Kappan, May 1976, 57(9), p. 632.

Briefly suimarizes Jane 2, Mercer's testing ‘technique SOMPA -
System of iulticultural Pluralistic Assessment.
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‘ercer, J. R. “Socioculsural factors in the educationzl evaluation <
of 3lack and Chicano children.” Fresented at the 10th Annual N
Conference on Civil and Human Rights of Educators and Students 3 :
Washington, D.C.: February 13572. i

Data from author’'s research in area of mental retardation
classification with focus on Chicano and Black children.
Addresses biases in assessment procedures, stigma of special
classes and inadequate programming. Discusses function of IQ
score on retardation classification, cultural bias of tests s )
definition of mental retardation, and practical alternatives. -
Three references.
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Merzer, J. R. "Current retaxdation procedures and the psychological
and social implications on the Mexican-American." A position
paper for the Southwest Cooperative ZHucational [aboratory,
Albuquerque, N.M.: April 1970.

son
e e

Presents findings from research which identifies processes and
procedures apparently responsible for directing disproportionately
large numbers of Mexican American children to special education
classes. Two hypotheses are explored relating to discriminatory
referral and discriminatorv clinical procedures. Foens is on
nature of intelligence tests. Sixteen references.
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‘ercer, J. R. SOMPA: 3ystem of Multicultural Pluralistic Assessment.,
Technical Manual. New fork: Psychological Corporation, 1979.

70 o n ity

Data from author's research in area of mental retardation class-
ification with focus on Chicano and Black children. Addresses
biases in assessment procedures, stigma of special classes and
inadequate programming. Discusses function of T.Q. score on
retardstion classification, cultural bias of test, definition
of mental retardation, and practical alternatives.

tercer, J. R., % Ysseldyke, J. -~Designing diagnostjs-intervention
programs.” In Oskland, T. (ed.) Psychological and Mucational
Assessment of Minority Children. New York: arunner/Mazel,
1977, pp. 70-91.

The authors contend that to develop 3 nondiscriminatory diagnostic-
intervention program, a multi model approach is needed. This multi
model approach should incorporate a medical model, social system
model, the psychoeducational process model, the task analysis
model and the pluralistic model. The use of the five models in

3 coherent system allows the educator to know the ch:’d's current

level of functioning and makes it possible to implemext a diagnostic-
intervention approach.

Messick, S., % Anderson, S. Zducational testing, individual develop-

—ent, and social resvonsibilitr. Princeton, V.J.: Riicabional
Testing Service, 197C. (ZRIC Document Fproduction Service No.
ED 047 003)
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Fecent criticism contends that educational and psychological tests
are unfair snd inadequate measures of the capabilities of minority,
poverty, and other educaticnally alienated groups. The authors
suggest that there nre two main issues, the first scientific, the
second ethical. Is a test a valid measure of the characteristics
it purports to sssess for particular types of individuals in par- y
ticular circumstances? The whole question of test nse is examined, B
beginning with whether or not a test should be utilized for a ’
specified purpose.

toreno, S. ‘Problems related to present testing instruments." gzl

Jefines problems in assessment of lexican fmerican children 2
using achievement, aptitude and intelligence tests developed and g

normed on IEnglish speaking population. Outlines concerns re- ‘ﬁ
garding validity, reliabllity, and availability of valid tests 3
for “exican American students. Cites research on monolingual G

Spanish speaking and bilingnal children indicating inappropriate-

ness of tests in EZnglish. Discusses research involving norms, :
predictive validity and readiness tests. Outlines needs of Spanish g
surnamed children and makes several recommendations. '%

“orris, J. “vhat Tests do Schools Use with Spanish-gpeaking Students?"
Integrated Slucaticn, lfarch-ipril 1977, 15(2), 21-37.

S artriy e G,

The author reports his findings after conducting surveys in sixteen
city school districts of the most widely used tests and procedures
followed in assessing 3panish speaking students. Ke concludes

with recommendations districts could follow in order to improve

the assessment process,

S i~

dowder, B. “A Strategy for the Assessment of Silingual Handicapped

children.” Psychology in the Schools, January 1980, Vol. 17.(1).

This pager diseusses the need for measuremcnt experts and educators

%o nnderstand that no one test method is sufficient for the assess- :
ment of bilingnal children. The paper discusses past measurement

directions and makes recommendations for the assessment of bilingual,

culturally different children. '

Mirply, L. 3. "The Stranglehold of Norms on the Individual child."
thildhood Education, 1973, L2(7), 2L3-34°.

Oir cuatnre's unfustified reliance on narma%ive categories has

the offect of “reezing expectations awout children and emphasizing
their weaknesses and probiems, rather than their strengths. Tests
mst be viewed in the conutext of the child's total coping behavior,
20th during *he test and in daily life,

Yew Jerzey State Lepartment of Zducation. Self-5tndy Guide for Hon-
biased issessiont. ‘lew Jerzey state vepartment of tducation, 1980.

S giide uss develcped i rzzpense to increzsed awareness and a
d by child study team members in Mew Jersey. The guide is a
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self-study teol for individual practiticners. The goal is for
readers to incororate the concepts intc théir professional
decision-making, and e¢iiminate, to the greatest degree possible,
bias from their assessments. .

Holte, i, 0. School Testing, Grouping and the Law. Paper presented

at the Annual ‘eeting of the National Crganization on legal Problems
of Zducation, Jolorado Springs, 1975. (ERIC Document ieproduction
Service No. ED 113 817)

There are grounds for concern about testing's relationship to the
law because, where a constitutional issue is involved, the burden
of proof cf necd for the test immediately shifts to educators.
Throughout the history of testing in this country, the courts

ave olten Intervened tc assure that students, while they are

in school, are free from discrimination, either in word or ]
act, by school ¢ffirinls. 'pon = prima facie showine of dis-
criminatory impact, those doing the testing rust demonstrate the
rationale for the testing procedures and the validity of the
tests,

Cakland, T., % uatﬁsek, P. "Using Tests in Nondiscriminatory Assess-

ment.” In Oakland, T. (ed.), Psychological and Zducational Assess-
ment of inority Children. New fork: Srunner/Mazel, 1977.

Identifies several issues regarding appropriate use of assessment
techniques with minority children and diagnostic intervention
services. ixamines historical and current issues, legislative
action, technolegr, and a conceptusl model for service delivery.
Contains eight appendixes d2aling with many issues including
annotated bibliography of language dominance measures. Extensive
references provided throughout.

Oskland, T. “Predictive validity of readiness tests for middle and

lower socioeconcmic status snglo, Black and Mexican Amerdcan
children.” Journal of Zducational Ps;cholegy, fugust 1978, 70(L),
57L-582.

Identifies the predictive validity; of six tests of academic
readiness for anglo, Black and !Mexican zmerican first grade
children from middle and lower sociceconomic status homes.
Findings suggest that, as a group, the readiness measures
tend %o be more valid for ainglos than Blacks and tend to
have greater predictive vilidity for middle class than for
lower class children. Seventeen references.

Oakland, T. Psychologiczl and :ducational Assessment of jinority

children. New York: Brunner/iazel, 1977.

identifies several issues regarding appropriate use of assessment
techniques with minority children and diagnostic intervention
services. Ixamines historical and current issues, legislative
action, technelogry, and a conceptual model for service delivery.
Contains eight appendixes - dealing with many issues including
annotated bibliography of language dominance measures.
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fadilla, A, ’l., & Carza, 3. M. "IQ Tests: a case of cultural myopia."
dational Elementary Princinmal, March/april 1975, SL(4), S$3-58.

Identifies reasons IQ tests are partly responsiole for under-
education of Spanish surnamed children. Examines who should
be tested, when, and for what reasons. DXiscusses potential
influences of test administrator, effects of pressure and
Motivational factors. Focuses on negzative characteristics :
of culture free tests, translations, no testing; advocates !
culturally sensitive testing.

Parker, Stephen (transcriber). Zonference on 3recial Education
deeds and ulticultursl/:ultilingual “hildren. University of ;
Wisconsin-iilvaukee, (¥arch 8-9, 1979), Illinois esource :
Center, 1979. 3

This publication includes s series of seven transcribed presen-
tations in the area of bilinguasl special education. Some of the )
key areas addressed are: lezislaticn, identification and referral s
procedures, assessment procedures, prosram development, stafr 2
development, and parental involvement.

Pedrini, B., % PFedrini, J. T. Intelligent Intelligence Testine.
Omaha: University of Mebraskz at Omaha, 1972. (SalC Document

‘eproduction Service No. ED 069 694)

Intellizence tests should be used to help people; they should

not be used to penilize them. Furthermore, our focus should

be on treatment; it should not te on labelinz. IQ tests often ;
stigmatize young children and penr persons of all ages. Large )
sroups of black Jrericans, Spanis.a-Americans, and Indian-Americans

are probably misclassified as to ability because of a different

society and culture.

Fhillips, 3eeman (ed.). Assessing "inority Sroup thildren. A
Special Issue of Journal of Schocl Psycholozy. N.{.: Behavioral
Publications, 1973, vol. 11 (k).

In this special issue eleven different articles are included
dealiny with the assessment of minority group children. Articles
dealing. with the assumptions underlying psychological testing
and criterion-referenced and norm-ieferenced assessment of
minority group children are presented.

Plata, I, Assessment, Placement, and -rogramming of 3ilingual
Zxceptional Mipils: » Practical Approazh. virginia: Council
for Exceptional thildren, 1952.

This publicaticn preseats an historical perspective in bilingual
special educaticn. The author presents practicsl 'suggestions
for assessing bilingual exceptional pupils, major issue in
placement and programming of bilingual handicapped students.
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Proceedings of a Mlti-Ciltural Colloquium on Hen-Biased Pupil
dssesaent 3t Albany, Wew York. Cpensored by Preau of School
. Psychological and Seocial Services, Bilingual Jbucation Unit,
: Jine 1977.

This publication consists of proceedings of six comprehensive
presentations on nonbiased psychc-educational assessment of
non-English dominant pupils.

Satleray, J. D. The Testing of Oiltural Groups. A Paradigmatic
‘nairsis of the “iterature on Testini and s Proposition. Santa
donica, 21if: 2Zand Corporation, 1974. (ERIC Document
Peproduction Service No. ED 113 371}

This study grew out of the need to find and use standardized tests
that would accurately depict the performance of various cultural
groups in America.

Feschly. D. ~Regional 9 Task Group on Non-biased Assessment.” Guide ‘
for nonbiased Assessment. Northeast Regional fesource Center, -
November 1976,

This guide is designed as a resource for the assessment of the
culturally different child or any referred child.

Feschly, D. J. "WISC-R factor structures among Anglos, Blacks,
Chicanos, and Hative-American Papsgos. Journal of Zonsultin
and Jlinical Psycholegy, 1978, L6(3), L17-L22.

‘esearch compared factor structures of Verbal Comprehensioa,
Perceptual Crganization, and Freedom from Distractibility
of the WISC-R for a sample of glo, Black, chicano and
lative American Fapago children. Investigated appropriave-
ness of test and examined comparability of factor structures

and construct validity evidence for Full Scale IQ and
verval-performance.

fesaick, L. B., Wang, . C., % Keplan, J. “Task analysis in curriculum
design: A hierarchically sequenced introductory mathmematics
curriculum.” Jomrnsl of tpplied 8chavior nalysis, 1973, 6,
579-T71C.

This paper presents the outcome of research exploring application
of detailed task analysis procedures to the problem of designing
sequences of leaming objectives. A specific sequence of
“objectives” is proposed and hypothesized to be those that best
will facilitate leaming. Relevant literature on early learning
and cognitive development is considered in conjunction with the
analysis and resulting sequences. It concludes with a discussion
of the ways in which curriculum can be implementrd and studied

in schools.
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Samuda, R. J. Psycholcgical Testing of American Minorities:

Sabatino, David A., Kelling, Kent, Haj7en, David, L. "Special
IJducaticn and the Culturally Different Child: Implications for
‘ssessment and Intervention.” Ixceptional Children, April 1973,

pp. 563-567.

This article discusses the problems in testing culturally different
students and makes a plea for increasing the number of qualified
assessors.

Issues

and Consequinces. New fork: Harper & fow, 197

Cutlines issues involved in standardized norm-referenced testing
of minorities. Reviews intelligence testing, genetic and envir-
onmental theories, and technical problems of measurement.
Discusses effects of environmental factors on performance and
educational and social consequences of testing. EIxamines alter-
natives including cirterion-referenced tests. Includes Compendium
of Tests for idnority Adolescents and Adults. .

Samda, R. "Problems and Issues in Assessment of Hnority Group

Children." In R. L. Jones (&d.), !ainstreaming and *he Minority

(hild. TReston, Virginia: Council for Exceptional Children,
1976, pp. 65-76.

The author discussed the causes for the abuse of tests, the con-
Sequences of testing for minority group children, and the trends
ia tne use of norm-referunced tests with mincrity children.

Sattler, J. M. issessment of children's Intellizence. Philadelphia:

W, 3, Saunders Zo., 157L.

Test is designed to aid stndents' educaticn in the wide rangce
of psychological evaluations. Three main goals are presented:
(1) to assist the student with the process of psychological
evaluation (2) to guide in the selection of materials and

(3) to summarize and integrate the findings of many studies
that have been concermed with individual intelligence tests
and with variables in the testing situation, Chapter Four is
titled "Testing 'finority Group Children."

Schmidt, 7. L., x ianter, J. 3. “Racial and Ethric 3iss in Psy-

chological Tests: DJiverpent Implications of Two Definitions
of Test Bias." American Psychologzist, 1974, 29(1), 1-8.

This article exmmines the two most widely accepted definitions
of unfair test bias. In 1968, Cleary defined unfair test

bias in terms of consistent under- or over-prediction of

actual performance levels of minority or majority groups.
Thorndike's 1971 definition holds that a test is unfairly

biased whenever the difference betweon the minority and majority
groups is greater on the test than in actual performance. These
two definitions, which superficislly appear to be similar, are
shown %o he very different in their implications for minority
selection.
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Sedlacer, W. 3. iircent Developments in Test Jias uesecarch:
sity ol Marrlaad Ciitursl sStudy .o
“iiege rark: TUniversity of raryiangd, 19 .
teproduction Service ic. ED 127 §32) :

{niver- H

Taree tYypes of test bias are discissed: content bias, atmosphere i
bias and 15e bias. Wwhile much concern has been expressed about 3
the content of tests or tne atmosphere in which they are given, :
it is more important to focus on hew tests sre used in aaking
decisions about people. Four models of test use are defined:
regression model, constant ratio model, conditional probability
medel and the equal probability model. The writer feels that,
rather than asking if tests are blased, one shouid ask if the
society is biased, since tests are alvways employed in a cul-
tural context.

Shutt, Zarold L. ‘Family Participation in the Psychological
Sraluation of Mnority; children.- Paper presented at the
Southwestern Orthopsychological Association Meeting, Jalveston, .
Texas, November 1972. EXIC DOCUM=NT. N

Javajo family participation in the evaluation of their children
is described in this paper. The author introduced the Hiskey-
Jebraska Test of Learning Aptitude. This instrument, developed
for use with deaf children, requires no verbal instructions or
verbal responses., UYse of this non-language individual test when
comoined with famity participation resulted in significantly
different scores. The current emphasis has been placed on the
validation of the Hiskey-Nebraska Test of learning Aptitude for
use with bilingual minority group children.

State of rlorida Depsrtment of Education. A Fsource Manual for the
£relooment and Iraiuation of Special Programs {or Exceptionas
Students. Volumn 111-3, Zrainating the Jon-nglish Speaking
<hild, State of Florida Department of Education, Aipril 1362.

This manual provides guidelines for school personnel in con-

ducting evaluations of limited nglish proficient exceptional
students.

Steinbergz, .3, M., & Dunn. L. 4., Julturs and Conservation in
chiapas. Paper presented at the siennial Yeeting of the
Society for esearch in hild pevelooment, Denver, Col., April
1975. (ERIC Document seproduction Service ¥o. D 116 802)

This study examined the influencec of culiure, language and
familiarity with materials on the ability to solve traditional
conservation problems. A total of §0 Tzeltal-speaking child-
ren from two traditional iayan villages participated in the
study.
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Stigging, “dchari J. “an Altemative to 3lanket Standardized Testing.”

Stodolsky, S.. & lesser, G. "learing patterns in the disadvantaged. "

Test bias: A bibliography. Princeton, N.J.: ERIC Clearinghouse
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Today's Iueation, liarch-spril 1273, 8, op. 33-4G.

An explanaticn of and argument for depending on random and
matrix sampling in education testing.

J T T Y I ST

Harvard Zducational Pview, Fall 1567, 37.(4), 5L:6-593.

Criginal stidy tested Mhinese, Jewish, Yegro, and Puertc Rlcan
Six 2nd sevan year old children of middle and lower class on >
four mental abilities: Verbal Ability, :easoning, Number P
Facility, and Space Conceptualization. Indicates these abilities

are organized in ways determined culturally; social class

produces difference ir ievel, and ethnic group produces differ- :
ences in both level and pattem of abilities. Included are 3
specific findings, replication study, and implications for "l
future educational praciises. 74 references. :

Thomas, Alexander. Retardation in Intellectual Development of Lower

Torrance, ®, Paul., T[isco

Torrance, E. P. “are the Torrance Tests of Creative ‘Thinking Biased
against or in Favor of “Disadvantaged’ Groups?* Gifted Child
arterly, 1971, 15(2), 75-60. :

on Tests, :1easurement, and £raluation, 1971. (ERIC Document
ieproduction Zervice to. ED 051 312)

This is a biblicgraphy of articles, research reports, mono-
graphs, books, and reference works relatad to test bias. Refer-
ences listed cover the period rrom 1945 on, and are grouped under
Yo miin headings: General Zducational :eferences and Employment
tefercnces.

21383 Puerto #ican oaiidrnn 3n CW LCTK ~ity. LiC Clearinghouse,
The Oouncil for Exceptional Children, reston, Virginia, May 1969.

Te study the home ervironment of the Puerto Aican as it relates
to the children's academic achievenment, forty-five working
class families were intervicwed in light of variables such as
athievement and classroom behavior. The results indicated
that paren*s were intere<ted in their child's education and
the low reading score of these children could be attributed

to poor schoolings.

very and Nurturance of Giftedness in the
Rston, V4: CEC (1977).

ulturally Different.

In this monogrsch, the author offers creative non pPRychometric
2pprsaches of discovering ziftedness in culturally different
Students. Creative altemative approaches for nurturing gifted-
ness are discussad.
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In an effort to establish the validity of his Torrance Tests
of Creative Thinking, the author reviews a number of studies
which have used the instrument. The majority of the stddies
reported show no statistically signigicant differences in the
overall scores of different racial and socioeconomic groups.
Instead, some groups tended to do better on one part of the
test, while others excelled on alternate sections.
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Torrance, E. P, “Non-test indicators of creative talent among

disadvantagzd children." Gifted Child Ouarterly, 1973, 17(1),
3-9.
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The introduction %o this article contains a discussion and %
review of tes4s which do not exhibit racial or socioeconomic wg
bias, and those that ars biased in favor of blacks. After ac- ﬁ
knowledging that some persons may te opposed to any testing of 3
minority students, the author presents a non-test alternative P
to identifying gifted or talented minority children. The al- i
ternative is a four-page checklist of observable behaviors which . R

are considered creative positives. The checklist can be used in i

selecting, guiding, and encouraging creativity in gifted disad- s
vantaged children.

Tucker, J. 4. Nineteen Steps for Assuring don-biased Placement of
Students in 3pecial Education, :eston, Virginia: ERIC Clearing-

house on Handicapped and Gifted Children, 1980.
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The author establishes a clear viable nineteen step process for
evaluzting and nlacing students in special education. This
article is an excellent usefal tool particularly to school

personnel who work with linguistically and culturally different
students.

U.5. Commission on Civil Rights. “Ouality Education for Mexican-

Anerican Children. _Integrated Education, Harch-ppril 1977,
ppo 38‘&10

, N
. U . .
e s 1akvr . Vhn Tmpk b cB L e 3 3 TR 2 38R i

This paper addresses numerous detailed recommendations to

state departments and OCR in the aress of curriculum, student
assignment, teacher education, and counseling of Hexican .
American children.

Jasquez, J, 4. "Cultural differences: Implications for learning,

teaching, and testing. Cceasional Papers, Center for Development ;
of fommnity Jollege iducation, University of Washington, 1977a, :
No. 28, 67-680

ainority children which have strong implications for learning
2nd therefore for teaching (2) how these distinctives suggest
the need for recenstructing tests end the testing situation. ‘
Focus is to show why there is disparity in academic achieve- {
ment between minorities and mainstream youth. lMotivation of b
minority students briefly examined. :

}
Discusses (1) cultural and socioeconomic differences among §
s




weber, George. 'Jses and Abuses of Standardized Testing in the

Schools.” Occasional Papers. No. 22. Washington, D.C.: 3
Council for Basic Zducation, 197L. 3
3rief, clearly written critique of intelligence, aptitude and - S
achievement tests; their uses, limitations and abuses; and i
discussion of current controversies surrounding standardized e
testing. . nE

Williams, R. L. 'The 3ITCH-100: a culture-specific test." Joural
of Afro-imerican Issues, 1974, _3(1), 103-115.

Provides review of several types of test construction. Outlines
research done to design the culture specific BITCH-100 (Black
Intelligence Test of Cultural Homogeneity) test for Black pop-
ulation. Discusses test administration to 100 Black and 100 lhite
subjects of lower and middle SES. Examines validation process,
the BITCH as a measure of intelligence and correlational data
with Califomia Achievement Test. Suggests test may be used in _
other ways in addition to use as measure of cognitive function. o

Wolff, J. L. "Jtility of socioeconomic status as a cantrol in
racial comparisons of IQ." Jourmal of Educational Psychology,
fugust 1978, 72ikL), 473-477.

The validity of Trotman's conclusions as four ° n "Hace, IQ,
and the iiddle Class.” (1977) are questione. ., (1) a critique
of her methedology and (2) a critical examination of her results.
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Yoshida, R., Yaciillan, D., :.lMyers, I. "Thes decertification of
‘nority Group iR Students in Califomia: Achievement and
Miustment.” hiastreaming and the Minority Child. C=C,
‘eston, Virginia, 1976, pp. 215-235.

california's response to civil rights litigation which resulted
in the reassignment of 11,0CC %0 1L4,2C0 educable mentally re-
tarded studentz to regular classrooms with some mainstreaming
assistance is reported. This paper also presents findings

of an Office of 5pecial Iducation project which assessed the
success of decertification of Eii students in terms of student
achieverent and adjustnent.

Zirkel. P. a. Spanish-speaxing students and sta
Mbany: lew fork State Zducation xpt., 177¢
.eprodiuction Service Jo. D 020 57L)

ndardized tests.
R Z:30C Document

% review of the research reveals that standardized intelligence
d achievenent testing presents lingiistic, cultural and
psychological difficulties for 3panish-speaking children. These
ditficulties are evident in intemal or intervening variables,
such as “he langnage u3ed in the adainistration of the test,

the extent of the verbal factor in it, ard the ethnic backgzround
of its administrstor. .t the cere of the prot's.. ks hesa the
+d *otiepg of Spanish-speaking childrer.
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éirtel, 7. a. "Spanish-speaking studeats and standardized tests.”
Urban :eview, Jhne 1572, 5-0, 32-LC.

‘eviev of studies dealing with Spanish-speaking students
and standardized tests. Ixamines research cn intelligence
tests, achievement tests, and psychclogical reactions to
testung. Findings indiecate testing difficulties are
linguistie, ewl%ural, and psycholegical in naturs, and
are influenced by variables such as language used in the
administration of the test, extent of test's verbal
factor, and ethnic background of administrator.’ Cutlines
need for new inz%rumentation.
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GUIDE FOR NONBIASED ASSESSMENT

Prepared by:

Region 9 Task Group on Nonbiased Assessment

Northeast Regional Resource Center )

. - November, 1976

’\__ *
This Guide may be used as a resource throughout the assessment process of any
referred child but is considered critical for the assessment of the culturally
different child. . .

This Guide may be duplicated. ' “
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REFERRAL
1.

Are the parents/guardians aware thii a referral has been ;nade for
their child, and by whom?

Is this child's presenting problem clearly and precisely stated on
the referral?

a. Does the referral include descriptive camples of behavior
rather than opinions of the referring agent?

b. Is there supportive documentation of the problem?

Is the referral legitimate?

a. Does the referring agent have a history of over referral of
children from certain cultural groups?

b. Could irrelevant personal characteristics (e.g. sex or attrac-
tiveness) of the child have influenced the decision to refer him/her.

c. Could the referring agent have misinterpreted this child's actions
.or expression due to his lack of understanding of cultural
differences between himself and the child?

Can the assessment teém provide the referring agent with interim
recommendations that may eliminate the need for a_comprehensive -
evaluation? )

a. Is it possible that the curriculum being used assumes that this
child has deve'loped readiness skills at home that in reality
he/she hasn't had the opportunity to develop? If so, can the
team assist the teacher in planning a program to give this child
the opportunity to deévelop readiness skills?

b. Can the team provide information on the child's cultural background
for the referring agent so that there are fewer misunderstandings
between the referring agent and this child and perhaps other
children of similar cultural background?

Have I informed this child's parents/guardians 1n their primary language
of the referral?

a. Have I explained the reason(s) for the referral?

b. Have I discussed with the parents what next step activities may
be involved?

e.g. - professiona'l evaluations
- use of collected data _
- design of an individualized educational plan, if necessary
c. Have I discussed due process procedures with the parents? '
d. Do I have documented parental permission for the evaluation?

e. Have I asked the parents to actively participate in all phases
of the assessment process?
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f. Have I informed the parents of their right to exam'lné all
relevant records in regard to the identification, evaluation
and educational plan of their child?

2

MEETING THE CHILD

1. What special conditions about this thﬂd do I need to consider?
a. What is the chiid's primary home language? 2
b. Do I know about the child's home environmental factors?

e.g. - familial relationships/placement "’ 3
- social and cultural customs

c. Do I understand this child's culture and language so that I
can evoke a level of performance which accurately indicates
the child's underlying competencies?

d. 1Is this child impeded by a handicap other than the referral
problem that may result in his not understanding what 1 am
talking about? - .
2. What special conditions about myself do I need to consider?
a. How do I feel about ‘this child?
- b. Are my values different from this child's?
c. Will my attitude unfairly affect this child's performance?
d. Can I evaluate this child fatrly and without prejudice?

e. If not, would I refer him/her to another assessor if one is
available?

3. Have I examined closely all the available existing information and
sought additional information concerning this child?

a. Has the child's academic performance been consistent from
year to year? . . -

b. 1Is there evidence in this child's record that his performance

was negatively or positively affected by his classroom place-
ment or teacher?

c. Are his past test scores consistent with h'ls past class performance?

d. An I familiar with past test instruments used to evaluate this
child and how well can I rely on his prior test scores?

e. Have 1 observed this child in as many environments as possible
(individual, large group, small group, play, home)?

f. Am 1 making illegitimate assumptions about this child? e.g. Do

£ ek a1
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I assume he speaks and reads Spanish simply because he is
Puerto Ricar?

g. Have I actively sought additional information on non-school
related variables that may have affected this child's school
performance?

e.g. - health factors (adequate sleep, food)
- family difficulties
- peer group pressures
Does this child understand why he;sﬁe is in the assessment situation?

a. Have I tried to explain at his/her level of understanding what
the reasons were for his referral?

b. Have I given this child the opportunity to freely express
his/her perceptions of “"the problem™.

c. Have I discussed with the child what rext step activities may
be involved?

SELECTION OF_APPROACH FCR ASSESSMENT

1.

Have I considered what the best assessment approach is for this child?

a. Considering the reasons for referral, do I need to utilize
behavioral observations, interviews, informal techniques or
standardized techniques or a gombination of the above?

b. Have I given as much thought to assessing this child's adaptive
behavior as'I.have to his/her academic school parformance?

c. Are the approaches I am considering consistent with the child's
receptive and expressive abilities?

d. Am I placing an overdependence on one technique and overlooking
others that may be more appropriate?

e. Have I achieved a balance between formal and informal techniques
in my selection.

If I have se]ecsed to use standardized instruments, have I considered
all of the ramifications?

a. Am I testing this child simply because ['ve always used tests
in my assessment procedure?

b. Am I administering a particular test simply because it is part
of THE BATTERY?

c. Am I administering a test because I have been directed to do
so by the Administration?
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d. Does the instrument I've chosen include persons in the"
standardization sample from this child's cultural group?

e. Are subgroup scores reported in the manual?

f. Were there large enough numbers of this child's cultural
group in the test sample for me to have any reliance
on the norms?

é. Does the instrument I have selected assume a universal set
of experience for all children?

h. Does the instrument selected contain illustrations that
are misleading and/or outdated?

i. Does the instrument selscted employ vocabulary that is
colloquial, regional and/or archaic?

J. Do I understand the theoretical basis of the instrument?

k. Will this instrument easily assist in delineating a recommended
course of action to benefit this child?

1. Have I reviewed current literature regarding this instrument?

m. Have I reviewed current research related to potential cultural .
influences on test results?

JEST ADMINISTRATION

1.

2.

o
L]

Are there factors (attitude, physical ccnditions) which support the
need to reschedule this child for evaluation at another_'time? ’

*Could the physical environment of the test setting adversely affect
this child's performance? ’

- room temperaiure - poor lighting
- noise - furmishings inappropriate
= {nadequate space for chiid's size

An I familiar with the test manual and have I followed its directions?
Have I given this child clear directions?

a. If his/her native language is not English, have I instructed. .
him/her in his/her language?

b. Am | sure that this child understands my directions?
Have I accurately recorded entire respcnses to test items, even though

the child's answers may be incorrect, so that I might later consicer
them when interpreting his/her test scores? :

Did I cstablish and maintain rapport with this child throughout the
avaluation session?
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* SCORING AND INTERPRETATION

: 1. Have I examined each item missed by this child rather than merely
looking at his/her total score?

a. Is there a pattern to the types of items this child missed?
.b. Are the items missed free of cultural bias?

c. If I omitted all items missed that are culturally biased,
would this child have performed significantly better?

2. Am I aware that I must consider other factors in the 1nterpretation
of this child's scores? , :

a. Have I considered the effect the child's attitude and/or
physical condition may have had on his performance?

b. Have I considereci the effect that the child's lack of
rapport with me may have had on his performance?

c. Does my interpretation of this child's performance include .
observations?

d. Do I realize that I ‘should report and 1nterpret scores within
a range rather than‘as a number?

3. What confidence do I have in this child's test scores?

a. Are test scores the most 1mportant aspect of this child's
evaluation?

b. Wi11 I aliow test scores to outweigh my professional judgement
about this child?

CONSULTATION WITH TEAM MEMBERS AND OTHERS

1. Am I working as an integral member of » mu‘ltidi:.cip‘linary team on
behalf of this child?

a. H:\ﬁdg met with the team to share my findings regarding this
¢

b. Are other team member's evaluation results in conflict with mine?

c. Can I admit my disciplire's 1imitations and seek assistance from
other team members?

Do I willingly share my competencies and knowledge with other
team members for the benefit of this child?

e. Has the team arrived at its conclusfons as a result of team

consensus or was our decisfon influenced by the personality
and/or power of an individual team member?
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2. 1Is the muitidisciplinary team aware of its‘limitations?

a. Are we iware of community resource personnel and agencies
that might assist us in developing an :ducational plan
for this child? Do we utilize such resources before, during,
and aftar the evaluation?

b. Jo we on the team feel cdmfortab]e in including this child's
parents in our discussions?

ASSESSMENT REPORT

1. Is my report clearly written and free of Jargon so that it can be
easily understood by this child, his parents, and teachers?

2. Does my report answer the questions asked in the referral?

3. Are the recommendations I have made realistic and practical for
the child, school, teacher, and parents? -

4. Have I provided alternative recommendations?
5. Have I included in my r:eport a description of any problems that

I encountered and the effects of such during the assessment
- process?

INDIVIDUAL EDUCATIONAL PLAN

Are we making this child fit into an Zstadblished program or are
\:he deve‘lt])ping an individualized educationa? plan aporcpriate for
is .child? -

1. Have we identified this child's strengths and weaknesses?

2. Have we specified long range goals and immediate objectives
for this child?

3. Are we willing to assist the teacher in im,.lementing this
child's educational plan?

4. Have we stated when and how this child's pr;ogress will be
evaluated and by whom?

FOLLOW up

m]!at are my responsibilities after we have wiritter this ciiild's educational
plan? ) ’

1. Have | discussed my findings and recomcadations with this chi 1d's

parents and explained their due process rights? Have [ given
the parents a written copy of this child's educational plan?
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Have I met with those working with this child to discuss
the oducational plan and to assist them in implementing
1ts reconmendations?

Have I discussed my findings and recommendations with this
child at his level of understanding?

Can I help those working directly with the child to become
more familiar with this child's social and cultural background?

Have I sought this child's parents' permission for release
of any confidential materials tc other agencies and professionals?

Will I periodically review this child's ‘educational plan in
regard to his/har sctual progress so that any necessary
changes can be made?

-

SOME_FINAL THOUGHTS

1. Do I believa in the right to an appropri;te education for all
children?

Would I be comfortable df MY child had been involved in THIS
assessment process? .
]

Is there a willingness and desire on my part to actively °
participate in in-service activities that will lead to the
Turther development of my personal and professicnal growth?

-

-




CHAPTER 111

COGNITIVE LINGUISTIC DEVELOPMENT
AND LANGUAGE - CULTURE TIES

Synthesis Document 1

by
Robert N. St. Clair, Ph.D.

The role of the bilingually handicapped in Amercian culture
can best be understood from a theortical framework known as the
sociology of knowledge. According to this view, people exist in
a social system which they consider to be real, but which they do
not know has been socially constructed for them and by them.
This 1is evidenced, for example, in face-to-face interactions
where one person creates a "conversational image"™ of the other
during their first encounter. This image is based on non-verbal
behavior, speech patterns, interaction strategies, and other
forms of daily routines. What one asks and says or does, in this
model, is just as significant as what one fails to say or do. A
common place example of constructing conversational images can be
readily found among parents who constantly refer to their sons
and daughters as "my baby." This is the image that a mother
constructs during early infanthood, but which she has never let
go of regardless of the fact that "her baby" may be middle aged
or older. In the rhetoric of this model, she is the playwright
who has written a social drama in which her son or daughter is
forever a child; and she is the actor who performs the role of
motherhood; and she is the audience and the critic who constantly
meanitors her own behavior in order to insure that the "play" is a
success. Her baby pictures and bronzed baby shoes are all part
of the scenery that she uses in her social drama; and, most
importantly, language is the medium which accomplishes this.
Language, then, becomes a social barometer in which another's
behavior provides psycho-social insights in how one views the

social world. The conversational image of a handicapped
individual has been largely determined by traditions within the
mainstream society. These are social dramas in which the

populace have created themselves as the protagonists and those

who do rot fit within their system as devalued. The handicapped

have been given predetermined roles to play. They are deemed as
socially distant. They have been tacitly categorized as

"outsiders" by the system and consequently become victims of

mainstream oppression.

1. Special gratitude is given to Dr. Philip C. Chinn, Special
Assistant to the Executive Director for Minority and
Handicapped Concerns, the Council for ExceptionalChildren.
His astute comments and evaluation of this ecssay has been
very valuable. Many of the quotations are taken directly
from his own written response of this synthesis.
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The concept of labelling forms an intrinsic part within the
sociology of knowledge; and it accounts for why bilingual
minorities are treated as outsiders. It argues that the process
is socio-political because many within the citizenry may break
laws and go unpunished while other may abide by the regulations
and will, nevertheless, become falsely accused.

Law breakers Non-law breakers
Perceived as PURE DEVIANTS FALSELY ACCUSED
Deviant
Not perceived SECRET DEVIANTS CONFORMING

Those who CONFCRM to the system and who are in the mainstream
pose no threat. Those who are considered as true outsiders by
everyone are labelled as PURE DEVIANTS. This category may shift
in values from time to time. Prior to the turn of the century,
for example, women who wanted to vote were considered pure
deviants. Similary, the concept of divorce was tantamount to
complete anomie and insanity, but now the reverse is almost true
- nearly everyone is divorced. Hence the category of the true
outsider is related to socio-historical values. The more
interesting aspects of labelling theory can be found under the
categories of the SECRET DEVIANT and the FALSELY ACCUSED. The
former is part of the power system {(a large corporate lobby, a
strong professional organization, the economic power elite,
etc.), whereas the latter are socially, ethnically, morally, or
physically powerless. They are the non-conforming who provide a
direct threat to one of the power groups or whose socio-economic
dependency and control is related to those in power., Howard
Becker mentions the process of labelling and he begins with the
MORAL ENTREPRENEUR who has a vested interest in some aspect of
social control and who attempts to incorporate these elitist
views through legislation. Once there is the creation of laws
and policies, the moral entrepreneurs depend on the SOCIAL
ENFORCERS to carry out the new laws and procedures. The
enforcers have no vested interest in the morality of a
legislative act, but they do have jobs and it is within their
professional interest to maintain a modicum of compliance with
the law. The social enforcers are everywheze. They are the
policemen, the military, and most civil servants within the
machinery of government. But, most importantly, they are the
school teachers who are directly involved in promulgating the
epistemology of mainstreaming and who by their very act of
testing have labelled those who do not conform as outsiders. 1In
her study of labelling among the handicapped, Jane Mercer, has
found that the social entrepreneurs were the psychiatrists and
the psychologists who have created laws and policies which have
stigmatized those who are mentally retarded, culturally different
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and physically disabled. Furthermore, it has been axgued by some
political sociologists that they had a professicnal interest in
maintaining dependency and control upon those groups who bene-
fitted them economically as consultants and socially as carc-
takers. Special education teachers and linguists within this
rubric, have become the social enforcers of the moral entre-
preneurs. They are the ones who make the 1laws and poiicies
work. Without them the process of stigmatization and control
would fail. The ¢third group in the interactive process of
labelling is the VICTIM. These are the people against whom the
various laws have been created and against whom the social
controls are imposed. They are the ones who have been falsely
accused by society. There are many victims within American
society, but some are doubly stigmatized because they belong to
microcultures withi. subcultures. An individuzl may be labelled
because of ethnic identity, religious preference, prescribed or
ascribed gender, age, socio-economic 1level, the use of a
different home language, geographical residence, or other forms
of exceptionality (Rothman, 1978). But, consider the plight of
the bilingual who is also physically or mentally handicapped and
who happens to belong to the Catholic chuvrch, and is financially
incapable of sustaining a 1livelihood. Mainstream society is
tather harsh on these individuals. They are doubly jeoardized
(Abramson, 1973). Society has 1little economic tolerance for
them.

Through the ages, human understanding and trcatment of
mental retardation have been influenced cunsiderbly by the
socioeconcmic conditions of the times. Mental and physical
defects were naturally viewed by primative nomadic tribes
with fear and disgrace, in large part because of the stigma
attached to such conditions by religious beliefs as well as
superstitions and myths. Other influences on the way the
handicapped were viewed resulted from the economic drain on
the tribe by these individuals. Nomadic tribes in
particuiar could ill afford to be burdened by nonproductive
members who consumed their limited food and water supplies
but did not tangibly contribute to the gioup's common
welfare. Even as tribal civilization progressed and a less
nomadic existence prevailed, the retarded were frequently
viewed somewhat harshly. Farming and maintaining herds had
become a way of 1life, but the threat of famine remained
constantly on the horizon. The economic picture for the
handicapped was, therefore, somewhat similar to what it had
been during more nomadic times. Ne’ther the religious nor
the economic perspective was conductive to the care and
maintenance of the retarded -- aonproductive citizens were
expendable,

(Chinn, Dew, & Logan, 1979: 42-43)
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An underlying premise in the political sociology of
knowledge is that language is not neutral: It reflects one's own
values, one's cultural heritage, and one's metaphorical intent.
This is a new approach to the language and culture question posed
by anthropologists nearly a half century ago. Consider, for
example, the role of metaphors in language. Metaphors are
nothing more than expressions for a way of seeing things. In
science, metaphors are called "theories" or ™"models". The
original concept of theory in Greek is related to the words
theater and witness. When one was sent on an envoy to witness a
distant event, he was asked to provide his own interpretation of
what took place. This was called  theoria. The very act of
seeing or witnessing is theatetos and that ‘which is seen-is part
of the theater of life. Richard H. Brown has argued that the
differences between the sciences and the ‘arts are minor. They
both rely on metaphor in -order to establish a common framework.
He notes several "root" metaphors in Western culture which have
become endemic in everyday- thought. These are the growth
metaphor, life as a game, life as a theater, man as a machine,
and social interaction as language. What is significant about
these r-taphors is that they do have cognitive status. Language
is, after all, a social barometer and people do convey their
underlying thoughts and emotions through metaphors/and through
related word categories which sociologists call their rhetoric of

motives. Consider a principal who refers to students as
"products" whose actions must be "standardize" in order to
maintain a greater "efficiency" within the "system". This

educator nbviously sees the student as a worker in the factory
and he also sees himself as the executive and his fellow teachers
as foremen and supervisors. This attitude is imbued within the
language that he uses. It is part of his way of belief.
Similarly, some teachers refer to their classrooms as nothing
more that the "cross xoads" in a long "journey" in which one
cannot "turn back"™ but must "forge ahead." There are many
dangers on this "journey of life"™ and the student must be able to
travel "the bumpy road ahead" anc¢ to not "go off the tracks" or
"get stuck in a ditch."” Given this caretaker attitude, this
teacher 'is only concerned with the students while they are in his
or her "depot" an is anxious to send them on their way. The
commitment is temporary and their anxieties begin and end with
each cycle of travel. The students are on a journey and one need
not worry about them or their cognitive growth beyond their
immediate station in life. This use of language is revealing and
it does occur. It can be found in "content analyses" done by
political scientists and by "sociolinguistic analyses" done by
linguists. What is significant about this focus on language is
that each scientific discipline comes with a hidden root
metaphor. The one that is common to those working with the
handicapped is the metaphor of growth or physics. This concept
goes back to Aristotle and is referred to under his four
causes. Rather then refer to them as causes, it is best to see
them as stages in the growth process. The MATERIAL CAUSE, for
example, is nothing more than the starting point in the growth
process, It is to be found in the material of the ovum or the
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seed. The FORMAL CAUSE has to do with the many forms or shapes
which an object undergoes during the: growth process; and the
FINAL CAUSE is nothing more than the end product of growth. What
holds all of these stages of growth together is sthe ‘MOTOR CAUSE
or the EFFICIENT CAUSE. This« is:.the set of programmed genes
which control the growth process itself. Aristotle wasﬂobsessed
with the concept of change. Most of Greek philosophy, it should
be noted, was nothing but an, zattempt to. - .account for ~the
phenomenon of change. Aristotle s own view of :change. can._ be seen
in his "doctrine of accidents"-in which he argued that growth has
a natural history and ‘when things do...not - follow ‘this. natural
path, it is the -obligation of the polis or city state to
intervene. For him, politics was the bringing ‘about - ‘of a ‘natural
order. Things which ‘were nét part of A ‘natural ‘order, for
example, were considered to be pathologicalu This concept of "a
bad seed" or "an irregular form" underries Aristotelian thinking,
and more importantly, they\still provide the iroot: metaphors for
numexrous professional occupations such as: biology,' nursing,
speech pathology, linguistics, neurology, medicine, positivistic
sociology (cf. a cancerous growth on the body politic), models of
poltical science, psychiatry, psychology, and systems. séience,
among others. What this means, in effect; is that those who do
not fit within what some consider to be the “hatural® mainstream
of society are pathological; and those who do not speak the
official dizlect of a nation are considered to have a non-
standard language. (What a sociology of knowledge approach to
the handicapped to bilinguals) brings is a demand that those who
work within the field begin to realize that they have either
constructed a social reality in which some groups in society are
labelled as pathological or that they have been tacitly operating
with a host of cultural assumptions in which their clients have
been deemed as outsiders to the system. This is why those who
are part of "advocacy" programs for minorities are doing what is
best to re-educate the populace.
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Another example of how language and culture combine to label
some of the social, ethnic, religious and bilingual minorities
within the United States can be found in the kinds of terms used
for creating a polarity of "insiders" and "outsiders.”
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intelligent, smart dumb, creton,
mentally retarded,
handicapped

body parts, body functions

human animal, savage, vermin,
microbe
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religion heathen, pagan, cult
citizen alien, foreigner
adult child, boy, girl, baby
male female
analytical relational

People are fond of creating peer groups in order to provide
social meanings to their lives. They label those who do not fit
their own system of values as "outsiders."™ The labels themselves
may change, but the ones categorized above .are part .of. the
mainstream culture of the United States and should: provide. some
insight into how outsiders are stigmatized through language.
This culture places a high premium on intélligence:.and ithose who
do not fit into this category are pejoratively ‘called. by a host
of names having to do with non-intelligence. The swear words in
English, for example, refer to body parts and body functions.
Compliments always refer to how well one does intelligently and

when one compliments another as being 'a good "animal," i.e.,
being good at sports, etc., this is not a compliment but a "put
down." It says, in essence, that one is at least good at
something even though he or she is not intelligent. When it
comes to labelling minorities as non-humans, the history texts in
this country still openly refer to some racial minorities as
animals and savages. Similarly, these groups have been accused
of not having religica and what they do have is no more than a
cult or worse yet they are heathens or pagans; and their status
within society is marginal so that almost by definition some
bilingual minorities have been 1labelled as aliens and
foreigners. Perhaps the most revealing use of language can be
found in the terms for adulthood. Those who are considered to be
full adults are mature, can landle responsibility, and are
captains of their own destiny. However, those who are not are
mere children. Hence, when a minority male is referred to as a
"boy" it should be obvious why he has become enraged by the
implications of that term. But, when a woman is called a "girl"
she is oblivious to the tacit values that society has placed on
hex. "You have come a long way, baby" means, in essence, that
you have not progressed at all. You are still a child who needs
to be controlled by a parent (viz., the male) and who has no
rights or privileges within the system. What appears to be an
ERA advertisement by a noted cigarette company is no more than a
categorization of women as outsiders. On a related matter,
consider the role of the male within American society: he is an
ingider, she is the outsider and all who confuse this dichotomy
are viewed pejoratively, (e.g., lesbians, homosexuals, etc.).
Finally, in terms of cognitive styles, those who appeal to the
left hemisphere of the brain as their basic mode of cognition are
seen as mainstreamers. Those who use the right hemisphere of the
mind and who excell in music, art, and other relational taks are
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seen as outsiders (cf. Ramirez and Castaneda on cognitive
styles). Bilingual students are outside the system. Their gift
for language and their rich bicultural experiences are not
considered of any value by the mainstream culture. Similarly,
those who are handicapped physically, mentally, or emotionally,
are not within the dominant traditions of the system. They are
treated as outsiders. Hence, it is8 ‘not -surprising that these
minority groups frequently encounter "“careers® as outsiders.
This view of the handicapped is endemic ‘to American society and
is continuously ingrained into the mainstream ‘culture through the
use of the mass media.

Society's view of the handicapped can pérhaps be ‘illustrated
by the way the media portrays the handicapped 'population.
In general, vhen the media wishes to emphasizé the
handicapped, they are portrayed as (1) children, usually
severely mentally retarded with obvious- phygical stigmata or
(2) crippled persons, either in a wheelchair or on
crutches. Thus, society has a mind set on who the
handicapped are. They are children of childlike, and they
are severely handicapped mentally or physically oz both.

Because society often views the handicapped as children,
they are denied the right to feel and want like normal
individuals. Teachers and other professional workers can
often be observed talking about handicapped individuals in
their presence as if they are unable to feel any
embarrassment. Their desire to love and be loved is often
ignored, and they are often viewed as a sexual, without the
right to want someone else.

{(Golnick and Chinn, 1983:288)

Richard Senuctt has written about the anxieties encountered by
those who have allegedly made it within the system. As he notes,
they have left their ethnic or religious community in order to
join the mainstream culture, but they can never return. Also,
they wish to identify with the mainstream culture, but cannot.
Either they are emotionally uncomfortable with their new roles or
society will not allow them to be fully identified as insiders,
Hence, they are doubly alienated. They can no longer return to
their old group and they will never belong to the new group as
insiders.

The able-bodied person sees the handicapped people rarely
Pold good 3jobs, become culture heroes, or are visible
members of the community and concludes that this is "proof"
that they cannot hold their own in society. In fact,
society systematically discriminates against many p=rfectly
capable blind men and women, cripples, adults with reading
disabilities, epileptics, and so on.

(Gliedman & Roth, 198@3:22-23)
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The concepts outlined in the enclosed bibliography reflect
this sociology of knowledge approach to problems of bilingualism N
and to studies dealing with handicapped persons. 1t argues that
the underlying assumptions of: such investigations need to be
ascertained and that those who pose as neutral scientists in this
process are not. They are part of the problem. They are the
social enforcers of someone else's moral entrepreneurship. Those
whom they seek to help are the victims of the very process of
which they are a part. They are by no means neutral bystanders
and their studies are not immune to a host of cultural and social
conventions and epistemological premises.
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The study of the authoritarian personality was a major focus
of research during the Second World War, Kurt Lewin and his
associates, Lippiit and White, used a laboratory paradigm to
compare the Nazi~type authoritarian leadership with its
democratic and laissez~faire counterpart, The studies began
with a concern about anti-Semiticism and were conducted
within a psychoanalytic framework ( Fromm, Reich, and
Erickson), It concluded that prejudice is not an isolate
within a person, but functions as an integrted component of
personality. Consequently, the research was channelled into
a study of personality types and an effort was made to
ascertain the ways in which an individual was persistent in
his or her way of thinking, feeling and behaving, Their
results demonstrated that there is a rigidity as well as an
intolerance to ambiguity among authoritarian types. Such a
person, they noted, is concerned with status and sucess and
has a basic feeling of insecurity. Parents of these
individuals, they discovered, were concerned with achieving
conventional goals and were socially and econcmically
marginal, anxious about their positions and resorted to
threatening or harsh child~rearing practices., What is
significant about this research for dealing with the
bilinguals and handicapped individuals is such attitudes
play a detrimental role ir the social expectations of their
community., Strategies used in dealing with these
authoritarian types will have to differ substantially from
those whose biases result from cultural stereotypes, a lack
of information, or a lack of personal interaction skills
withothers who differ from them,
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Anglin, Jeremy M. The Growth of Meaning. Cambridge, Mass.: The
M.I,T. Press, 1970

Anglin studied the manner in which children acquire the
meaning of adjectives, He noted that when adults are asked

to develop adjectival associations, they always put these
items into logeial categories,"Good, "for example, would
elictite its antithesis, "bad," For children, however, the

associations were of an emotive nature. The concept of
"good" might be pairea with "chair, love, food," or whatever

else came to mind at the time, Anglin saw this development
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towards logical categories as a natural evolution of
semantics. However, there are other possible conclusions,
It may represent a natural enfoldment of the Piagetian
categories as a child moves from the symbolic stage into the
formal stage of growth. It may bte a process of secondary
socialization brought on by the society in which the worid
view of the child is supplanted by those of adults with
their concerns for rationalism and positivistic thinking.
If this state of affairs is a natural enfoldment, it does
have implications for diagnosing the speech of the mentally
retarded, etc. If, on the other hand, it is a process of
acculturation into the hoste society, then it does have
implicatious for the bilingual and bicultural child,

Arnheim , Rudolf, Visual Thinking. Berkeley, California:

University of California Press, 1969

With the recent awareness of the hemispherical dominance in
the brains of certain individual with cognitive style
problems, there has been a plethora of research papers on
the role of the right hemisphere of the brain in human
information processing, Arnheim adds to this knowiuvdge by
arguing that the right brain is not only involved in Gestalt
recognition, intuition, creativity and emotions, but it is
also the functional center for visual thinking. Although
this may be an oversimplification, it is a significant point
to make since some cultures such as the Germanic favors the
analyticality and the sequential processing of informational
characteristically associated Wwitn the right hemisphere of
the brain, and others such as certain American Indian
tribes, culturally favor the activities normally
characterized by the right hemisphere of the brain, There
are many who have made this very claim as a result of their
research (Kaplan and TenHouten, Ramirez and Castaneda,
Gavriel Salomon, etc), but it was Arnheim who specifically
tied this research to the world of art history, and visual
literacy, Recently, Betty Edwards did a doctoral
dissertation on Drawing with the Right Brain in which she
elaborates on the role of the right hemisphere of the brain
in acquiring visual literacy. The implications of this and
other related research for bilingual literacy and cognmitive
styles in the classroom are numerous, Cf, Ramirez and
Castafieda for further discussion,

Becker, Howard S, Outsiders: Studies in the Sociology of

Deviance and Labelling Theory. HN.Y.: The Free Press, 1966

The process of stigmatization is a social phenomenon which
is best analyzed and discussed under the rubric of the

political sociology of language. Becker is one of the few
symbolic interactionists who directly addresses the issues

from this interdisciplinary framework., He hbrings into focus
the role of the "moral crusader" or "moral enirepreneur" who

defines deviance as a personal threat to his or her social
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reality and who wishes to deal with this cognitive
dissonance through legislation addressed to political,
social, ethnic, and religious minorities, He also
correctly highlights the roles placed by social enforcers,
those who merely carry out the dictates of the law, These
enforcers selectively uphold the law so that it is directed
at the victims of such moral legislation, These are the
unjustly accused who are singled out as examples of law-
breakers even though they may not have done any wrong. Of
special interest to Becker's work is the chapter on
labelling because it pertains directly to the development
of public attitudes towards the handicapped, the bilinguals,
and other minorities, It also provides a rattgpale for the
preponderance of legislation by advocate groups who are
trying to politically balance social history, and tradition.

Bernstein, Basil, Class, Codes and Control 1: Theoretical

Studies Towards a Sociology of Knowledge. London: Routledge,
Kegan and Paul, 1971

The concepts of Melaborated" and "restricted" codes are
synonymous with the work of Basil Bernstein, a Bristish
sociologist and protegee of Professor Hary Douglas., His
notoriety in the United States grew out of numerous
conflicts with sociolinguists about the role of restricted
codes among ethnic minorities, particularly Blacks, Ir his
earlier writings, Bernstein used elaborated codes for the
cognitive styles associated with the left hemisphere of the
brain with its focus on verbality, syntactic complexity,
rhetorical syllogisms, and logical forms of argumentation.
This is the idealized speech of the middle class. The
restriced code, by contrast, referred to the cognitive tasks
which are part of the right hemisphere of the brain, viz.,
nonverbal behavior (kinesic interaction), the processing of
visual information, emotive gestures, and intuition. This
is the normal pattern of many microcultures which are
labelled as nonstandard. Bernstein was trying to make sense
out of the large influx of students within the public school
system who possessed these cogntive styls and who prior to
1944 and the Public Education Act were excluded from
traditional formal education, His original dichotomy was
overly simplistic, but essentially correct., He did not
include, for example, psychological studies of cognitive
styles, nor did he focus on parent-child interaction
studies which attempt to account for such diversity of
behavior, In the next decade, Bernstein was forced to
address these issues, but because his model was only social,
he failed to adequately incorporate the more informative
psychological research, What is unfortunate in this model
of language in the classroom is the technical term "code,”
For Bernstein it was tantamount to "cognitive style,” but
for American linguists such as William Labov, it mean only
linguistic form, When Labov attacked Bernstein's concepts,
he was right but for the wrong reasons. Obviously, this
area of research needs to be further clarified. The
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significance of this work for bilingual minorities, it
should be noted, is that it partially describes the conflict
between the official elaborated code of the school system
and the unofficial and stigmatized restricted code of the
various microcultures. Joan Tough adequately explains these,

Brown, Richard H. A Poetic for Sociology: Toward a Logic of
Discovery for the Human Sciences. N.Y.: Cambridge
University Press, 1978
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A recent trend in multidisciplinary studies is the
realization that the differences between the aims, goals,
methodology, and practice within the arts and the sciences
are not as distinct as once believed., Robert Nisbet made
this claim in the Sociology of Art and so have Lyman and
Scott in The Sociology of the Absurd and in The Social Drama
of Reality. Brown is a student of the New School for Social
Research and he also acheres to this premise. What makes
his work unique is that he deals with the base or root
metaphors which underlie various disciplines within the
European or Western culture, He demonstrates that many
academic disciplines are culture bound and caught up in a
past "Zeitgeist" and that this worldview or "Weltgeist" can
be found in the vocabulary of motives which make up a
discipline, Each field grows out of an illustrative
metaphor and with the passage of time, this root metaphor
gathers more and more ficonic through the acquisition of
details and structural elaborations, Sometimes these
metaphors fail, Thomas Xuhn refers to this as a "paradigm
shift", but 1% is essentially the recognition of a
metaphorical discrepancy within the normal science of the
more traditional epistemological frameworks, Nevertheless,
the role of metaphor in both the arts and the sciences is
the same. They provide perspectives on the organization and
the acquisition of knowledge., The importance of this work
for researchers in the fields of special education should be
obvious. This field of endeavor is a natural outgrowth of
Aristotelian concept of physis. Everything in life
follows a natural history of development. Those things
which do not are deemed pathological. In the realm of
social history, the parameters of normality are less clearly
defined and as a consequence many of the beliefs inherent in
the discipline are reflections of cultural values, Western
cultures, for example, id.oiize superior cognitive abilities
and downplays all other attributes, Consequently, such
labels ac "retarded, moron, idiot" etc all take on a
pejorative meaning within science because of the values
imparted to it from the host society.
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Cicourel, Aaron V.: Jennings, K.H.; Jennings, S.H.M.} Leiter,
K.C.W.; MacKay, Robert; Mehan, Hugh; & Roth, D,R. Language
Use and School Performance. N.Y.: Academic Press, 1974
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The senior author, Aaron Cicourel, has undertaken in this
volune to demonstrate how positivistic methodologies differ
substantially from those employed in phenomenological
sociology. His theoretical model is that of the sociology
of knowledge and he demonstrates how children are evaluated
by teachers upon their entrance into the first grade and out
of kindergarten, He uses videotapes and interviews
predominantly and discovers that many of the children
answered questions to standardized examinations which were
written by adults and which reflect their own world views.
Hence, what appears to be a natural response by the child is
Seen as erron:us by the adult tester, This research group
interviews the children and find that their view of social
reality is different and as a consequence standardized tests
fail to adequately capture the cognitive processes employed
by children in the dealings in the school system. The
results of these studies are surprising in that students are
frequently judged by non-academic measures. The study was
done in the San Diego area and reflects numerous underlying
assumptions regarding Chicano children under the control of
Anglo school administrators., One of the implications of
this research for the study ot handicapped bilinguals is
that they are being evaluated by a host of tacit assumptions
within the mainstream culture and how they actually perform
in tests is incidental to the labels that have been placed

on them and which determines their social careers within the
system,
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Davis, Nanette J. Sociological Constructions of Deviance:

Perspectives and Issues in the field. Dubuque, Iowa: Wm C.
Brown Company Publishers, 1980

i

This volume provides an overview of the major models of
deviance within sociology and social psychology. It
discusses the social pathologists model, the Chicago School,
the functionalist apprcach, anomie theory, value/conflict
"ieory, and labelling theory. The social pathologist is
aligned with the dictates of social Darwinisim and is
implieit i: many current theoretical models in which social,
cultural, and linguistic deprivation is espoused as the
cause of out-group behavior. The Chicago School is
currently associated with the dramaturgical model of Goffman
and other symbolic interactionists. Anomie theory attempts
to account for group behavior in socio-economic terms and
reflects many models currently employed in governmental
studies on bilingualism, retardation, and other forms of
minority interaction. The value/conflict model is
existential and phenomologic in its epistemological
framework and sees power as a reciprocal force which
influences how groups are labelled, Labelling theory deals
wi‘ “he attribution of pejorative designations against
groups who are politically, socially, ethnologically and
culturally of a minority status, This volume is important
because it allows researchers to uncover the tacit
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assumptions they may hold as a profession in dealing with
minorities.

Douglas, Jack D.; Adler, Patricia A.; Adler, Peter; Fontana,

Andrea C,; Freeman, Robert: & Kotarba, Joseph A,
Introduction to the Sociologies of Everyday Life. Boston,
Mass.: Allyr and Bacon, 1980

Jack Douglas is the chief author of this anthology of
studies in the sociology of knowledg:. It provides an
overview of existential sociology and ralates it tr some of
the leading theories and applications of current research
models, The chapters deal with symbolic interactionism,
dramaturgical theory, labelling theory, ethnomethodology,
and existential sociology. In each case, 'it is argued that
people create conversational images of others and employ
these social constructions in evaluating them, interacting
with them, and labelling them. These images are endemic in
the kinds of roles that people employ in dealing with others
and it is also intrinsic to the metaphors and the vocabulary
of motives that they employ in coaversing with others, The
implications of this volume for current research in
bilingualism are numerous. The discussion demonstrate, for
example, how people use language as a social marker in which
they construct an in-group or Gemeinschaft and that they
concentrate their collective energies in establishing a
recognizable out-group against whow they consciously label
as subcultural, non~standard, and incompetent. Bilinguals,
it is argued, have been designated as the out=group by the
mainstream culture and that this same pejorative label has
been attributed to other social, political, religious, and
racial minorities. Hence, the handicapped are not only
victims this phenomenon, they are doublely alienated if they
also happen to be in other out-group categories such as
being bilinguals who are characteristically associated with
a racial group.

Farnham-Diggory, Sylvia, Cognitive Process in Zducation: A

Psychological Preparation for Teaching and Curriculum
Development., N.Y.: Harper and Row, 1972

Farnham-Diggory is one of the more articulate scholars in
the area of educational psychology. She has dealt with
handicapped groups and has numerous publications in that
ares. In this volume she provides an integrated approach to
dealing with psychological and physiological problems within
the school system, Her approach is an amalgam of cognitive
psychology (the Process Approach) and Piagetan
psycholinguistics, Her overview covers cozgnitive
development (sensorimotor intelligence, etc.), systems of
information processing (Bloom's cognitive taxonomy, models
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and structures of thought, etc.), motivation (personality,
culture, competence, Lewin's field theory, etc.), language
(acquisition, classroom interaction, the development of
comprehension, etc), visual information processinge
(cognitive maps, mathematical processes, etc.) and
creativity, Her volume is cited because of its excellent
interdisciplinary integration of knowledge across several
language related professions, even though it is dated in
some respects, She relates language to other aspects of
cognitive behavior and does not see it as a separate
function, Hence, her position is Piagetan rather than
Chomskyian, The significance of this volume is not only to
be found in its interdisciplinary integration of knowledge,
but also in its ability to relate directly to problem areas
in special education, language disability, and cross-
cultural conflicts,

Goldstein, Kenneth M, & Blackman, Sheldon, Cognitive Style: Five

Approaches and Relevant Research, N.Y.: John Wiley and
Sons, 1978

The study of cognitive styles appears under numerous labels
within various academic fields, In sociology, for example,
it is called "codes" (cf, Bernstein's Class, Codes, and
Control.). In this volume, the various models of cognitive
styles within the field of psychology are discussed, These
include authoritarianism, Dogmatism, personal construct
theory, integrated complexity, and field dependeace, These
models grew, in part, out of studies in psyciivological
differentiation , from personality theory, and cognitive
maps., Authcritarianism deals with how people handle
rigidity, and the intolerance for ambuiguity. Dogmatism is
associated with the work of Rokeach and how people are
either open or closed in certain cognitive domains,
Personal construct theory is associated with the research of
George Kelly and assumes that one is constantly organizing
the world cognitively in terms of personal constructs. This
view is concomitant with the sociology of knowledge
approach, Integrated complexity sees people as information
processors, This means that people both integrate and
differentiate from the world around them (information
processing theory). Field dependence grew out of Witkin's
work on psychological differentiation and is now most
closely aligned with the concept of cognitive styles in the
literature., It assumes that each hemisphere of the mind is
allocated certain physiological and neurological functions
in the processesing of information. This volume is
important because it not only balances the research on
cognitive styles by demonstrating what the various models
are and how they are related, but it also provides
insightful historical information on each model, If
research in bilingualism is to deal with cognitive styles,

researchers need to become aware of these five main
approaches to conceptualization.,
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Festinger, Leon. A Theory of Cognitive Dissonance. Stanford,

California: Stanford University, 1562

People need consistency in their lives and when things do
not fit into their scheme of things, they will alter the
reality and perceptions of others to their own system of
thought., Festinger is not concerned with how peoople
8o about constructing a personal epistemological framework
in life, but prefers to observe and analyze the various
strategies that are used to deny alternative world views.
The first and most obvious strategy is one of withdrawal,
When the conflicting news of other systems impinge upen and
attempt to destroy a coherency of belief, the natural urge
is to avoid the bearer ¢ bad news., Following avoidance-
reaction, another strategy is to belittle or devalue those
who create dissonance., This takes the form of labelling,
stigmatization, and the sociology of deviance (ef. H.
Becker), The final stage, according to Festinger, is for
people to submit to the pressures of the macro—-society and
to merge with the masses by denying their own world views.
Unfortunately, Festinger has overlooked what has been called
a state of “Existential Angst" in which individuals feel
displaced within society and are also unsure of themselves,
They neither release their biographical histories nor accept
the new order of things. This is the state of affairs of
many bilinguals in a society of monolinguals, and thisz is
the condition that the physically and mentally h:andicapped
face in a culture that equates difference with deficit.

Klapp, Orrin E. Opening and Closing: Strategies of Information

Adaptation in Society. MN.Y.: Cambridge University Press,
1978

Orrin Klapp uses the metaphor of social noise in his
reformulation of information theory, He argues that the
traditional Rokeachian approach of open and closed
personality, and the Poperian view of open and closed
societies are inadequate because they cannot account for the
diversity of behavior exhibited by peonle in dealing with
human information., Noise is anthing that comes into the
information channel and interferes with the message.
However, what is noise depends on whether or not the signals
are redundant or diverse and whether or not the society in
which cne lives is conceived as being ordered or in a state
of chaos. In an ordered society where diversity is
welcomed, for example, there is an emphasis on growth,
liberalism, and discovery, But, the same diversity of
signsls can provide a threat to a society which has a
predilection for redundancy. It favors tradition and
ritual, Among the other quadrants of his model are those
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societies in which the world is disordered or in a state of
entropy. Under these circumstances, variety creates
information overload and redundancy produces banality, What
Klapp is arguing, in effect, is that how one views the world
and information about that world Jepends on which quadrant
he or she is in, Since there are generation gaps within
families, this model explains why people witness the same
event but arrive at different conclusions about what they
saw, One may be viewed, for example, as sincere by one
party and as outspoken but another, Klapp's model is
significant for bilingual research because it recognizes the
importance of biographical histories within generations of
social groups, In advertising terminnlogy, his work is
tantamount to a market surver of contem; ,rary culture, It by
passes the overly simplistic view of society in purely
socioeconomic terms,
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One of the greatest priorities for educators is the task of providing
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the most appropriate and effective educational programs and experiences for

various student populations, Up to the present time, one population of stu~
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this paper, exceptional and handicapped are used interchangeably. "Excep-
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mentally retarded, the learning disabled, the emotionally disturbed, the

physically handicapped, and the visually and hearing impaired. In addition,
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from culturally and linguistically different backgrounds and have not acquired
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proficiency in the English language. This population may be best described as

ey

culturally and linguistically different exceptional students (CLDE). Although
the actual number of CLDE students is not known, an estimate of this number was
obtained during a 1976 national study concerning the overlap of identified
Title I students and Title VII students. According to the results of the study,
approximately one-half million students aged 5 to 21 years were handicapped

and from non-English language backgrounds (NCES 1980),

To teach these students in the language they can best understand is to
build on their linguistic and cultural strengths and is compatible with sound
educational practice. During the past 50 years, a great deal of emphasis has
been placed on the education of handicapped students through various special
education programs. This movement reached its peak in 1974, with the passage

of P.L. 94-142 The Educational for All Handicapped Children's Act. The educa-

tion of handicapped children continues to be strong national priority up to
the present time. Even more recently, within the past 15 years there has
been a renewed interest in bilingual education. The United States Congress

passed the Bilingual Education Act (P.L. 90-247) in 1968. This act made it
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possible for local school districts to receive federal funding for che‘imple-
mentation of bilingual programs designed to meet the needs of students with
limited English proficiency.

Recent developments in litigation and educational research dealing with
handicapped children of limited English preficiency suggests that educators
must seriously address the issues related to designing and implementing
bilingu=l special education programs. One of the most critical needs in this
overall national effort is to prepare a cadre of guality trained bilingual
special education teachers who will be able to provide the necessary educa-
tional experiences that will assist these students develop to their fullest
potential. '

Any “iscussion of bilingual special education teacher training sﬁould
occur within the broader context of multicultural education. In 1979, multi-
cultural teacher training was formsally institutionalized by the National
Council for Accveditation cf Teacher Education (NCATE). This influential
accreditation agency adopted a multicultural education policy statement
which requires all teacher training programs to include a multicultural com-
ponent. Since this requirement is relatively new, many schools of education
are still in the beginning stages of planning and implementing the component.
With time and careful implementation this requirement will have a significant
impact on teacher preparation programs. At the heart of multicultural educa-
tion is the concept of cultural pluralism. Advocates of this concept endorse
the principle that there is no one model American, Cultural pluralism not
only appreciates but promotes cultural diversity. It recognizes that it is
the unqiue contributions of various cultural groups that strengthen and enrich
our society.

Ten years ago the Commission of Multicultural Education of the American

Association of Colleges for Teacher Education also adopted an important
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policy statement. One of the paragraphs of this statement is particularly
significant. It reads as follows:

"To endorse cultural pluralism is to endorse the principle
that there is no one model American., To endorse cultural
pluralism is to understand and appreciate the differences
that oxist among the nation's citizens. It is to see these
differences as a positive force in the continuing development
of a society which 9rofesses a wholesome respect for the
intrinsic worth of :ery individual., Cultural pluarlism is
more than a temporary accommodation to placate racial and
ethnic minorities. It is a concept that aims toward a
heightened sense of being and wholeness of the entire society
based on ‘the unique strength of each of its parts,"

(AACTE, 1973, p. 264).

Bilingual sperial education teacher training is one strategy for promoting
cultural pluralism in our schools. More importantly it is an important effort
designed to promote equal educational opportunity for limited English
proficient students who are also handicapped,

As an emerging discipline bilingual special education draws heavily from

both bilingual education as well as special educat.on., Both of these fields ig
have been very actively involved in teacher training activities for many 7%

3
years. Bilingual special education teacher training, however, requires much §

more than the borrowing of courses from each of the parent disciplines, ;
Bilingual special education requires a carefully articulated and planned
convergence of these two disciplines which results in a new and unique body

of knowledge.

Results of a National Needs Study

R BT E

A recent study, sponsored by the BUENO Center for Multicultural Education
of the University of Colorado (McCléan 1981), demonstrated the extent of the
need for bilingual special education programs and teachers in U.S. school
districts. The specific problem dealt with in this study stemmed logically
from the general problem of inadquate programs for CLDE children and was two-fold

in nature: 1) to ascertain how extensive the need to develop bilingual
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srecial education programs was in schooi districts funded through Title VII

of the Elementary and Secondary Education Act, and 2) to identify the services,
resources, and teacher competencies most needed in order to create high
quality programs,

The sample of school district personnel was large and representative. It
consisted basically of bilingual education directors and special education
directors in 50 percent of the school districts in the U.S. which received
funds through the Bilingual Education Act. The districts in the sample were
selected randomly by state, and every state which received at least one Title
VII grant wes included in the study. The percentage of directors who returned
questionnaires was high., One or both of the directors returned them in 93.24
percent of the districts surveyed.

The more salient of the many findings of the study are summarized as
follows:

1. The study indicated that both bilingual education directors and special
education directors considered the concept of bilingual special education
tc be a very viable educational alternative. Collectively, the respon-
dents rated bilingual special eduzation as being "an excellent idea."

2, Despite the positive endorsement given by the respondents to the concept
of bilingual special education, only 31 to 32 percent of the school dis-
tricts which received Title VII funds had or were planning programs which
would be operational within two years. Programs were located which
served only 17 of the approximately 80 language groups served by regular
bilingual programs. Moreover, many existing programs were not equipped
to serve all of CLDE children in the district. A higher percentage of
rural districts had programs than did suburban districts.

3. Several language minorities were often served by a single district, and
40 of the 45 counted as having programs served Spanish-speaking children.

4., Of the resources and personnel identified as being necessary in order to
create high quality bilingual special education programs, bilingual audi-
ologists were most difficult for the dietricts to :.nd. The following
were rated as ''very difficult to locate': bilingual speech therapists,
bilingual psychologists, bilingual special educators, curricular plans for
bilingual special education and instructfonal materials for bilingual
special education and instructional materials for bilingual special
education, The following items and personnel were rated as being "somewhat
difficult to locate': appropriate measures of intellectual ability for
linguistically and culturally different children, bilingual counselors,
and bilingual lay personnel to work with handicapped chiidren,
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the study, which were in turn based on the findings.
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In training programs for bilingual special educators, all of the 27 com-
petencies and attitudes identified in this study were rated as being
highly important; however, the respondents rated the five following com-
petencies as being "of extreme importance'". They included: 1) the de-
sire to work with limited~English proficient, handicapped children; 2)
the development of knowledge uf and sensitivity toward the language
group to be served; 3) knowledge of methods for dealing effectively with
the parents of limited-English proficient, handicapped children; 4)
knowledge of instructional methods for teaching English to limited-
English proficient, handicapped children; and 5) the ability to develop
individual curricular and instructional plans for lim{ted-English
proficient, handicapped children.

The concept of bilingual special education was rated as being beneficial
for children with all of the idantified handicapping conditions. However,
it was rated as being more beneficial for the less severely haadicapped
than the more severely handicapped.

Six alternatives were identified for the delivery of bilingual special
education to children in need of it, They included: 1) a special insti-
tution; 2) self-contained bilingual special education classrooms in
regular schools; 3) bilingual special education resource rooms in regular
schools where students spend a portion of the day to supplement instruc-
tion in regular bilingual classes; 4) help from an itinerant bilingual
special education teacher tosupplement regular bilingual classrooms in-
struction; 5) paraprofessional help; 6) attending regular bilinguai
classes with minimal extra support services. Usually a range of two or
three of the above alternatives were recommended by most respondents as
appropriate for less severely handicapped children and the self-contained
bilingual classroom was most oft2n judged appropriate for more severely
handicapped children.

A total of fifteen recommendations were made based on the conclusions of

ing war that, nationwide, directors of both bilingual education and special

education programs viewed the concept of bilingual special education as a

viable educational alternative. The premise that the collective judgement of

these directors is correct underlies the following summation of the more im-

portant recommendations, which, if carried out, would amount to very substan-

tial changes in pubiic education.

1.

2,

The number of language groups being served should be expanded.

In order to enable sciaool districts to improve service, the quantity
of training programs for bilingual special educators at colleges and
universities should be increased, and many existingz training programs
should be improved.
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3. In educational programs for bilingual special educators, emphasis should
be placed on training the personnel and developing the resources, dis-
cussed in the findings, which the respondents found "very difficult to
locate". Secondary emphasis should be placed on developing resources
judged to be "somewhat difficuit to locate",

4, For teachers, emphasis should be placed on all of the 27 competencies
identified in the study, but primary emphasis should be placed on the
five mentioned in conjunction with the findings, which were deemed by
the respondents to be "of extreme importance",

5. While bilingual special education programs should be developed for all
limited-English proficient children encumbered by one or more handicap-
ping conditions, when programs are being developed priority should be
given to those less severely handicapped. Most students in the following
categories would be examples: hard of hearing, learning disabled, mildly
mentally retarded, orthopedically handicapped, other health impaired,
speech impaired, znd visually handicapped. Secondary consideration should
be given those more severely handicapped since respondents believed they
would benefit less by such programs. Deaf, deaf/blind, multiple handi-
capped, severely retarded, and severely emotionally disturbed would be
examples of handicaps in the latter category.

6. An important goal in program planning should be to provide a range of
bilingual educational alternatives, However, in program development,
emphasis should be placed on the alternatives judged by respondents to
be the most effective. The bilingual resource room where handicapped
pupils would receive specialized bilingual assistance while attending
regular bilingual classes would be most effective for the largest num-
ber of less severely handicapped students. Self-contained bilingual
special education classrooms were judged to be the most widely appli-
cable alternative for severely handicapped children.

Obviously, much remains to be accomplished if the educational potential
of CLDE children throughout the country is to be realized. This study cer-
tainly demonstrates the need for a broad range of services and resources. It
also lends credence to the need for teacher training. The competencies
identified in the study will be discussed in more detail in a subsequent

section of this paper.

Need to Comply With Leg:slation/Regulations

There is a body of educational and Civil Rights legislation and regulations
that have been enacted in recent years to protect the rights of the CLDES. Com-
pliance with these legal and regulatory requirements is another critical variable
supporting the need for initiating and improving bilingual special education

personnel preparation,
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According to the Office for Civil Rights (Gutierraz 1982), the current
requirements are as follows:

1. Every state and its localities‘shall provide or make available a free
appropriate public education for all handicapped children ages 3-18.
(P.L. 94-142, Section 504)

2. Every school district shall conduct a language screening at the be-
ginning of each school year for all new students to determine if there
is the influence of a language other than English on the child, (Lau)

3. If the initial screening does find the influence of a language other
than English, then a language assessment shall be made to determine
language dominance and proficiency. (Lau)

4, If it 1s determined that a child is handicapped and is .also found to be
of limited English proficiency, then an individualized education program
(1IEP) shall be developed which reflects the child's language related
needs, (Title VI, P.L. 94-142, Section 504)

5. When a child is evaluated, the instruments used shall be appropriate and
the testing shall be nondiscriminatory. (P.L. 94-142, Section 504)

6. Tests and other evaluation materials must be validated for the specific
purpose for which they are used and administered by trained personnel
in conformance with the instructions provided by their producers. (P.L.
94-142, Section 504)

7. Tests and other evaluation materials must be tailored to assess specific
areas of educational needs and must not merely provide a single general
intelligence quotient, (P.L. 94-142, Section 504)

8. Tests are to be selected and administered to ensure that, when adminis-
tered to a student with impaired sensory, manual, or speaking skills,
the test results accurately reflect the student's aptitude, achievement
level, or whatever other factor the test purports to measure, rather
than reflecting the student's impaired sensory, manual, or speaking
skills, (P.L. 94-142, Section 504)

9. In interpreting evaluation data and in making placement decisions, in-
formation shall be drawn from a variety of sources, including aptitude
and achievement tests, teacher recommendations, physical condition, or
social or cultural background, and adaptive behavior. (P.L. 94-142,
Section 504)

10. The parents of a child shall be informed in their native language of all
due process rights. An interpreter shall be provided at all meetings if
the parent cannot communicate in English. (Title VI, P.L. 94-142,
Section 504)
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Many school districts are in a state of non-compliance with the above
requirements because they lack the trained personnel to implement effective
programs. School districts are doing what they can through inservice efforts.,
This short term solution is important but limited. A long term strategy for
addressing the problem is needed. This strategy is the'initiation as well

as the improvement of bilingual special education personnel preparation,

Recent History of Bilingual Special Education Teacher Training

The problem of preparing quality teachers and teacher trainers and other
leadership personnel in this specialized area is not new ahd has already been
addressed by the Office of Special Education as well as by a few universities
and colleges throughout the country.

In 1978, the Bureau for the Handicapped of the Department of Education,
cognizant of this lack of qualified bilingual/bicultural personnel, took
steps to correct the situation Through its Hispanic initiative, which was
later extended to other linguistically and culturally different groups as well,
the Bureau encouraged the establishment of personnel preparation programs which
would both recruit and train bilingual/bicultural professinnals to work with
CLDE students. In 1979 an initial group of 22 parsonnel preparation programs
were funded under this initiative. Since then the number bas increased annually.
Thus, while there were a few programs functioning prior to the initiative, in
a real sense the preparation of personnel to work with CLDE began in 1979, And
like any new field there is a need to identify, define and improve current
practices.

In the Spring of 1980 and again in the Spring of 1981 professionals en-
gaged in preparingpersonnel to work with CLDE students met in the Washington
D.C. area in workshops spunsored by ACCESS, Inc., and funded by the Department
of Education., Some of the purposes of the two workshops were to define the

field, determine the competencies which should be required of both “ra..ers
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and trainees, and share ideas about philosophies and methodology. According
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to Groseman (1982), one of the results of these workshops was an agreement
to replace the term bilingual special education with the term 'the education

of culturally and linguistically different exceptional students', a verm
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which emphasizes cultural as well as linguistic differences., It was also

% G

agreed that persons preparing to work with such students needed to have the
skills included in the field of bilingual/bicultural education, special educa-
tion and & third group of cross-cultural "convergent" skills which were not

found in either but are vital to working with CLDES.
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Three examples of the need for the third component follow. In the area
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of assessment, bilingual/bicultural educators may receive training in the
assessment of language dominance and proficiency. They may also be prepared
to assess and develop academic readiness and achievement in both their stu-

dents' first and second languages. As one aspect of their training, special

. R
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educators are prepared to assess academic proficiency in language arts and
assess and remediate learning disabilities involving language development
using instruments and procedures developed for English-speaking acculturated
monocultural students. However, neither the bilingual/bicultural educator nor
the special educator is trained in the assessment and development of language
when this development is impaired in some manner and the child is not frow an
English speaking home. Persons who complete both a bilingual/bicultural training
program still will not be equipped to utilize culturally and linguistically
anpropriate special education assessment and instructional procedures with
non-English speaking CLDES.

In the area of counseling, counselors who work with students are trained
to determine when their counselee's problems are intrinsically or.extrinsi-
cally caused. When the causes of the students' problems are intrinsic (with-

in the students) they may try to help the students accept the responsibility,
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blame and guilt for their actions, and/or believe that they can control their
own lives. When the causes are extrinsic (outside the studenté) they may
encourage the students to assert themselves, to utilize methods to change
their environments, or to not assume responsibility and guilt for things
wvhich may be beyond their control., When CLDES react to prejudicial treat-
ment and cultural conflicts by withdrawing or rebelling, counselors who are
unaware of the prejudices and cultural conflicts which these students face

may assume that the cause of their behavior is instrinsic, As a result, they
may use tecnniques designed to change the students' shy or aggressive person-
alities instead of using techniques to help them deal more effectively with

a hostile or insensitive environment.

As a final example, teachers or counselors who are unaware that in some
cultures it is a sign of disrespect to express a lack of understanding or a
difference of opinion may believe that students or parents who politely act
as 1f they understand and agree actually do understand and accept the
suggestions made to them. When in fact, they may neither agree or understand.
This type of cross-cultural misunderstanding can have serious consequences
in assessment, instruction, and parent involvement.

Having identified these three groups of competencies, those included in
bilingual/bicultural education, those included in special education, and those
convergent/cross-culéural abilities not included in either »f the two tradi-
tional fields, the participants in the ACCESS workshops enumerated specific
competencies within each of these three components which should characterize
both trainers and well prepared trainees. When the trainers evaluated them-
selves, it was clear that, with very few exceptions, they had not acquired all
of these competencies, Typically, trainers had been trained in either
bilingual/bicultural education or special education, but not in both, not
in convergent skills. Those few who were trained in both areas tended to
lack some of the cross-cultural competenr:ies not included in either area and
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each trainer had his or her strengths and weaknesses. It became clear that :g
a number of models of personnel preparation were being utilized. :%
In January 1982, Grossman, the director of bilingual special education at ?é

San Jose State College, addressed a group of bilingual special education teacher E§
trainers at the University of Colorado BUENO Center institute about how these g

T
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training needs should be met. His comments are summarized in the féllowing areas,

Trainers

i

4
*3t00

The first priority in bilingual special education should be the
continued preparation of quality teacher trainers, T produce train-
ees who are truly competent in the three components mentioned above,
it is essential that their trainers become competent as well.
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General competencies in bilingual and/or special education are not
enough, Determine which existing competencies are the ones that make a
difference in the real life outcomes of trainees' efforts to educate and
rehabilitate the CLDES and add convergent cross-cultural competencies
not presently included in training programs, For example, the compe-
tency 'the trainee designs curriculum and instructional programs that
are based on behavioral objectives considering cultural variables' is
a first step. Now the specific cultural traits trainees should take
into consideration when working with CLDES should be enumerated. How
and in what ways methods of instruction, motivation, classroom manage-
ment, counseling, assessment, etc., should be adapted to these cultural 4
differences must be specified. This must be done in all cultural
minorities that exist in the school. In other words, making trainees
culturally sensitive is not sufficient., They should become culturally
literate, Teacher training in bilingual special education methods
and materials which will prepare trainees who will neither reject
cultural relativism and utilize the same approaches with all students
regardless of their cultural differen‘es nor fail to see individual
differences within cultures because of cultural stereotyping.

Lr,
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Training Models

Without more research and experience, it is difficult to know con-
clusively which models produce teachers who are the most responsive to
the needs of CLDES. However, while such research is being conducted,
every effort should be taken to insure that all relevant disciplines
are included in bilingual special education teacher training programs,
and that these discipl .nes collaborate rather than compete. Local and
regional needs should be ccnsidered and the training program should
provide comprehensive services for the broadest possible spectrum of
CLDES evaluation,

158 ﬁ

- emem  ie @ ea @ or eoveae S "é}:



Evaluation

As training prcgrams are developed, it should be asked whether the
methods and materials are relevant, effective and efficient in serving
CLDES. Data should be evaluated with an open mind, modifying, adjusting,
and adding to the programs as necessary.
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Research

Although bilingual special education is new, it is grounded in such
fields us bilingual/bicultural education, multicultural education, psy-
cholinguistics, special education, and anthropology, fielde in which there
are considerable bodies cf relevant knowledge., Therefore, bilingual
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special educaticn teacher training programs should be based a: least in

part on hard knowledge. A recurrent problem in bilingual special educa-

tion is that this knowledge is not always available. One of the priori- i3
ties in tilingual special education should be a collaborative effort to K23
answer the questions: what is known about bilingual special education i
and what is yet to be determined? The answers to the first question will o
enable trainers to desigr better programs. The answer to the second 4
question will guide researchers to areas of need. 'ﬁ
Communication ‘%

There is a great nced for increased communication among teacher
trainers and training programs. People should not be spending consid-

erable time and energy duplicating what others have already accomplished.
All can profit from the experiences and accomplishments of each other.
A permanent network of communication should be established.

Ve e deeered 7RA T

Identifying Critical Competencies

A few scholars have attempted to delineate the competencies that are
needed by bilingual special education teachers. The following list of com-
petencies were presented in a paper prepared for the American Association of
Colleges for Teacher Education, Bilingual Special Education project (Baca 1980).

Language: The bilingual/bicultural special education teacher should be

able to demonstrate competency in the following areas:

1. Ability to understand and speak the native language ;f the student.

2. Ability to read and write the native language at an acceptable

level of competency.
3. Ability to teach any part of the curriculum in English and in the

native language of the student.
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4, Ability to communicate with parents in their native language regarding

the academic progress of their child,

Linguistics

1. Ability to understard the theory and process of first and second

At I

language acquisition,
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2. Ability to deal with specific areas of interlanguage interference and
positive transfer.

3. Ability to understand phonological, grammatical and lexical charac-
teristics of both languages and their implications for classroom
instruction,

4, Ahility to distinguish between local dialects and the standard language.

Assessment

1. Ability to administer a variety of language dorinance/proficiency tests.

2. Ability to conduct a non-discriminatory comprehensive diagnostic
assessment,

3. Ability to evaluate the child from a social-emotional perspective,

4, Ability to evaluate the child from a perceptual-motor perspective.

5. Ability to construct and use criterion referenced measures.

Instruction

1.  Ability to prepare individualized educational plans (IEP) based on
student needs,

2, Ability to individualize instruction for several students and
coordinate large and small group instruction concurrently,

3. Ability to adapt curricula to meet the needs of bilingual handicapped

children.
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4, Ability to revise materials and activities to make them more
linguistically and culturally appropriate for bilingual handi-
capped children.

5. Ability to construct instructional materials to enhance the curriculum
for bilingual handicapped students.,

6. Ability to recognize the learning characteristics of various
handicapping conditions.

7. Ability to select the proper bilingual instructicaal approach for each
situation,

8. Ability to assess readability levels of materials both in English and
in the second ianguage.

Culture

1. Ability to establish rapport with children from a variety of cultural
backgrounds.

2, Ability to listen to children and understand the cultural perspective
they have,

3. Ability to understand the cultural significance of various handicapping
conditions.

4, Ability to work directly with the community in identifying and using
cultural resources for instructional purposes.

5. Ability to understand the relationship between language and culture,

6. Ability to understand the process of acculturation and assimilation
and its implication for ciassroom instruction.

7. Ability to understand the history and culture of the target group.

Parents

1. Ability to understand the importance of parental involvement in

bridging the gap between the home and school environment for bilingual

handicapped students,
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2. Ability to understand culture specific child rearing practices and

how this may affect classvoom behavior.

3. Ability to involve parents in the instructionsl process.

4. Ability to utilize community resources for the handicapped.

5. Ability to advise parents of their due process rights relative to

their child's education,

6. Ability to counsel parents regarding various aspects of their child's

handicapﬁing condition.

A survey of public school teachers working with CLDES in a large metro-
politan area in the Southwest was conducted by Prieto, Rueda and.Rodriguez
(1981). A total of 77 teachers from five school districts rated the importance
of 18 competencies generated through a literature review. A five-point
Likert-type scale that ranged from 1 not important to 5 very important, was
utilized. According to the study the following competencies were rated as the
most important by the teachers surveyed, with a mean score of 4.5.

1. Ways to involve the parents of bilingual/multicultural exceptional

children in the educational process,

2, How to assess bilingual/multicultural exceptional children in terms

of classroom performance, i.e., through the use of task analytic
or criterion referenced tests.

3. Specific methods of working with bilingual/multicultural exceptional

children in the classroom.
The group of competencies considered to be the next most important by the
teachers with a mean score of 4.2 included the following:

4. Familiarizing teachers with the language or dialects of certain

bilingual/multicultural exceptional children.

5. How to interpret and use assessment data of a normative nature, i.e.,

from a psychologist, such as the WISC,
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Methods of training parents tc work more effectively with their
own bilingual/nuliticultural exceptional children.

Learning how to act as a resource person/consultant to train
other teachers to work with bilingual/multicultural exceptional

children.

The following competencies made up the group that was ranked third by the

teachers and their mean scores fall between 4.0 and 4.2.

8.

10,

11,

12,

13,

Examining the ro;e of parents and famiiy in the education of
bilingual/multicultural exceptional children.

Examining current research related to the identification and learning
characteristics of bilingual/multicultural exceptional childrer,
Examining how t0 comply with federal and state laws related to the
education of bilingual/multicultural children, i,e., how to write

an adequate IEP.

Defining who the bilingual/multicultural exceptional child is.
Examining the cultural backgrounds of exceptional children from
different ethnic groups.

Learning how to evaluate commercially available programs and/or
materials developed for use with bilingual/multicultural exceptional

children,

This final group of competencies were considered to be the lezst important by

the teachers and all had a mean score belotw 4.0.

14.

15.

Legal issues related to the assessment and placement of bilingual/
multicultural exceptional children in Special Education, i.e., as
in P,L. 94-142,

Examining any other educational programs dealing with bilingual/

multicultural exceptional children in the Southwest.
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16, Examining current research on bilingual/multicultural exceptional
child, i.e., bicognitive development.

17. Examining the * 'storical backgrounds of bilingual/multicultural
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children, e.g., migration patterns of the Mexican-American.
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18, Learning how to conduct research related to the identification
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It should be noted that the teachers surveyed were primarily from an
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Anglo background (85.7%). Mexican-American teachers made up 9.1% of the
sample and Black teachers were 5.2% of the total. Tlie competencies rated
as most important were in the areas of assessment, instructi methodology
and parental involvement .

The study just summarized was based on a smail sample of teachers (77)

in cne Southwestern metropolitan area. The following study (McClean 1981)

on SR

was a nationwide study that surveyed over 500 directors of special education
and bilingual education at the school district level from all over the United
States. The study asked these directors to rank the importance of 27 competen-
cies and attitudes identified through a literature review. The following
table summarizes this information. °

Unly five of the above mentioned 27 attitudes and competencies were rated
as being of'"extreme importance"”. These were 1) the desire to work with
limited-English proficient, handicapped children; 2) the development of
knowledge of and sensitivity toward the language group to be served; 3)
knowledge of methods for dealing effectively with parents of limited-English
proficient, handicapped children; 4) knowledge of instructional methods for
teaching English to limited-English proficient, handicapped children, and 5)
the abiility to develop individual curriculum and instructional plans for

limited-English proficient, handicapped children.
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Table 1

Opinions of Bilingual Education Directors Versus Special Education Directors
on Items 16-42--the Importance of Identified Competencies and
Attitudes for Bilingual Special Educators

e

Responses
Bilingual Ed. Special Ed.
Directors Directors All Respondents
Mean . Mean Grand
Competencies or Attitudes Response Category Response Category Mean Category
Knowledge of and sensitivity 1.5132 Of extreme 1.9329 Of Sig- 1.721 Of Ex:treme
toward the history and culture importance nificant Importance
of the language group from importance
which students come* g
B 1} H
Personal identification with 1.9934 Of sig-~ 2,.5205 Of sig- 2,253 Of sig-~
the values of the language nificant nificant nificant
group from which students importance importance importance

come

Note: 1-1.8 = of extreme importance; 1.8-2.6 = .of significant importance; 2.6-3.4 = important;
3.4-4.2 = of 1ittle importance; 4.2-5 = of no importance.

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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Bilingual Ed.

Responses

Special Ed.

Directors Directors All Respondents
Mean Mean Grand

Competencies or Attitudes Response Categnry Response Category Mean Category
The ability to speak the native 1.6316 Of extreme 2,25 Of sig- 1,937 Of sig-
language of limited-English- importance nificant nificant
proficient pupils* importance importance
The ability to read and write 2,0395 Of sig- 2,5342 Of sig- 2,282 Of sig-
the native language of nificant nificant nificant
limited-English~proficient importance importance importance
pupils*
Knowledge of the theoretical 1.9085 of gig- 2.444%4 Oof sig- 2,168 of sig-
and practical implications nificant nificant nificant
of research dealing with the importance importance importance
aquisition of first and
second languages¥*
Knowledge of local dialects 2,3377 Oof sig- 2,8288 Important 2.579 Of aig-
and how they vary from the nificant nificant
standard language* importance importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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(Continued)
Responses
Bilingual Ed. Special Ed.
Directors Directors All Respondents
¢
Mean Mean : Grand

Competencies or Attitudes Response Category Response Category Mean Category
Knowledge of different cul- 1.7867 Of extreme 2.2177 Of sig- 2.0 Of sig-
tural perceptions of importance nificant nificant
handicapping conditions* importance 1 importance
Knowledge of the relationship 1.9536 Of sig- 2.2966 Of sig- 2.122 Of sig-
between language and culture#* nificant nificant nificant

importance importance importance
Knowledge of the educational 2.06 Of sig- 2.3014 Of sig- 2.179 Of sig-~
implications of social class nificant nificant nificant
background and the process importance importance importance
of cultural assimilation*
Knowledge of counseling tech- 1.7697 Of extreme 2.3219 Of sig- 2.04 Of sig-~
niques applicable to importance nificant nificant
limited-English-proficient importance importance

handicapped children

*Indicates a statistically significant difference between the mean responses of bilingual education

directors and special education directors.
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(Continued)
Responsges
Bilingual Ed. Special Ed.
Directors Directors All Respondents
Mean Mean Grand
Competencies and Attitudes Response . Category Response Category Mean Category
The ability to meet diverse 1.7434 Of extreme  1.8725 Of .idg- 1.807  Of sig-
individual pupil needs in importance nisicant nificant
group settings importance importance
The ability to assess the 2.0196 Of sig~ 2.1319 Of sig- 2.074 Oof sig-
reading level of bilingual nificant nificant nificant
instructional materials importance importance importance
The ability to develop indi- 1.7237 Of extreme 1.8219 Oof sig- 1.772 Of extreme
vidual curricular and importance nificant importance
instructional plans for importance
linited-English-proficient
handicapped children
Knowledge of tests and tech- 1.8816 Of sig-~ 1.9799 0f sig- 1.93 Of sig-
niques for evaluating language nificance nificance nificance
dominance and proficiency importance importance importance
N
ot
4 My~
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(Continued)
Responses
Bilingual Ed. Special Ed.
Directors Directors All Raspondents
Mean Mean Grand
Competencies and Attitudes Response Category Response Category Mean Category
Knowledge of tests and tech- 1.7632 Of extreme 1.8836 of sig- 1.822 . Of sig-
niques for evaluating the importance nificant nificant
mental capabilities of importance importance
limited~-English-proficient
pupils
Knowledge of tests and tech- 1.8543 Of sig- 2.1931 of sig- 2.02 Oof sig-
niques for evaluating the emo- nificant nificant nificant
tional outlook of limited- importance importance importance
English~proficient students* ‘
Knowledge of general instruc- 1.7417 Of extreme 2.0 of sig- 1.869 of sig-
tional methods applicable to importance nificant nificant
limited-English-proficient importance importance

handicapped children

*Indicates a statistically significant difference between the mean responses of bilingual education

directors and special education directors.
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{Continued)
Responses
Bilingual Ed. Special Ed.
Directors Directors All Respondents
Mean Mean Grand
Competencies and Attitudes Response Category Respcnse Category Mean Category
Knowledge of instructional 1.6424 Of extreme 1.8973 of sig-~ 1.768 . Of extreme
methods for teaching English importance nificant importance
to limited-English-proficient impor~ance
handicapped children*
Knowledge of literature and 2,2533 Of sig- 2.6735 Important 2.461 Of sig-
research dealing with the nificant nificant
general instructional implica- importance importance
tions of cross-cultural
similarities and differences*
Knowledge of the legal issues 2.1867 Of sig- 2.1655 Of sig- 2.176 Of extreme
concerning the education of nificant : nificant importance
handicapped children importance importance
The desire to work with 1.3907 Of extrewe 1.6284 Of extreme 1.508 Of sig-
limited-English-proficient importance importance nificant
handicapped children importance

*Indicates a statistically significant difference between the mean responses of bilingual education

directors and special education directors.
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5} (Continued)
y
l
i Responsea
%? Bilingual Ed. Special Ed. . 41
: Directors Directora All Respondents o
Mean Mean Grand
Competencies and Attitudes Response Category Response Category Mean Category
: Willingnesa to investigate new 1.6867 Of extreme 1.9524 Of sig- 1.818 of sig-
approaches for educating importance nificant nificant
limited-English-proficient importance importance
: handicapped children*
i
i Knowledge of bilingual- 1.8224 of sig- 2.2308 Oof sig- 2.02 of sig-
. bicultural curriculum plans nificant nificant nificant
and planning options applic- importance importance importance
1 able to handicapped children¥*
é The capacity to integrate 1.6667 Of extreme 1.9726 Of sig- 1.816 - Of sig-
: teaching techniques from the importance nificant nificant
: fields of bilingual education importance importance %
. end special education* P
i ;
! *Indicates a statistically significant difference between the mean responses of bilingual education ;
directors and special educaticn directors. :
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(Continued)
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Responses

Bilingual Ed. Special Ed.
Directors Directors All Respondents

", ’ .
ok Fitr,

Mean Mean Grand
Competenciee and Attitudes Response Category Response Category Mean Categozy

' {
The ability to assess and 1.9346 Of sig- 2,2276 Of sig- 2.077 Oof sig- 3

adapt commercially available nificant nificant nificant
bilingual education amaterials importance importance importance

to the various needs of
handicapped children#*

Knowledge of techniques for 1.9737 Of sig- 2,0972 Of sig- 2.034 Of sig-
developing me.erials nificant nificant nificant
especially fcr limited- importance importance importance

English-proficient
handicapped children

Knowledge of methods for 1.6467 Of extrems: 1.8904 of sig-~ 1.767 Of extreme
dealing effectively with the importance nificant importance
parents of limited-English- importance

proficient handicapped

children#®

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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It 18 also interesting to note that there was a significant difference

between the mean responses of the bilingual directors as compared to the

. L . RN
B s A TR S L D

srecial education directors on 15 of the 27 competency items. In general, the

£

IR, SR

bilingual directors rated the importance of utilizing the native language and
culture as well as ESL methodology and parental involvement significantly
higher than the special education directors.

A recent study ( 1983) on handicapped migrant students surveyed
163 teachers in the State of New York who work with migrant students who are
handicapped in an attempt to identify the competencies necessary to success-
fully teach these students. A 45-item questionnaire included 45 competencies
taken from the special education and bilingual/multicultural education teacher

training literature. The results were categorized into these groups. The

S T - b e Earas B X
5 s g T T T D s DRy TR, SR o L R SR Sy

respondents rate 12 competencies as very important, 31 competencies as impertant
and two competencies as somewhat important. Table 2 presents the findings of
this study on the following page.

A careful review of all of the above mentioned competency related studies
indicates that there are certain competencies that are repeatedly ranked as
very important by multiple sources. In other words there seems to be consensus
in the literature that the following are the most important general competencies

for bilingual special educators.

The desire to work with the CLDE student.
The ability of working effectively with parents of CLDE student.
The ability to develop appropriate IEP's for the CLDE student.

Knowledge and sensitivity toward the language and the culture of
the group to be served.

The ability to teach ESL to CLDE students.
The ability to corduct non-biased assessment with CLDE students.

The ability to utilize appropriate methods and materials when working
with CLDE students.

181




YO MDY SEATE R AT e gt L KL v ept @ a o e
. FEA 4 5.

Table 2

Means for Migrnat Handicapped Teaching Competencies

Item # Competency X
Competencies considered very important by respondents

6 Employs methods for enhancing the self-concept of migrant 4,68
handicapped students

31 Establishes a positive social-emotional climate in the classroom

18 Demonstrates a sensitivity to the language, gcographical back-
ground, and cultural variations of migrant handicapped students

15 Develops individualized educational plans for migrant handi- 4,38
capped students

19 Implements a variety of classroom strategies to manage the be- 4,36
havior of migrant handicapped students

5 Trains parents to work more effectively with their own migrant 4,28
handicapped children

36 Demonstrates a knowledge of instructional materials used in 4.26
teaching migrant handicapped students

27 Organizes the classroom environment in order to maximize learn- 4,23
ing including considerations for scheduling, seating arrange-
ments, presentation of materiais, and setting limits

11 Is aware of community ageucies that provide services to migrant 4.16
handicapped students and their families

28 Maintains records of the performance of migrant handicapped 4.12
students

7 Organizes, implements and evaluates an instructional program 4,08
in all areas of instruction

35 Develops and maintains interpersonal communication skills 4,03

with other professionals
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Table 2

Means for Migrant Handicapped Teaching Competencies

28

Item # Cumpetency X
Competencies considered important by respondents

2 Describes the developmental sequence in all areas of instruction 3.96

43 Understands the concept of nondiscriminatory testing and its 3.85
effects on migrant hardicapped students

42 Demonstrates a knowledge of migrant individuals' lifestyles 3.82

16 Understands the school code and laws whose provisions are 3.82
essential to the rights and responsibilities of migrant
students

12 Constructs and develops teacher-made materials for use with 3.82
migrant handicapped students

22 Is aware of the professional resources and organizations 3.81
providing assistance and services to teachers of the migrant
handicapped

21 Plans and implements an instructional program that specifies 3.80
instructional goals, behavioral objectives, instructional
sequence, learning activities, materials, and evaluation tools

45 Facilitates the transfer of the records of migrant handicapped 3.80
students

34 Promotes the mainstreaming of migrant handicapped students 3.80
with nonhandicapped students

3 Understands the legal, medical and education definitions 3.77
relative to exceptional persons

14 Provides consulting and supporting services to other pro- 3.77
fessionals working with migrant handicapped students

30 Uses specific methods of working vith migrant handicapped 3.76

students in the classroom
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Table 2

Means for Migrant Handicapped Teaching Competencies

Item # Competency

Competencies considered important by respondents

37 Can explain to parents the school code and laws whose provi-
sions are essential to the rignts and responsibilities of
migrant handicapped students and their families

26 Uses methods for dealing with the migrant handicapped stu-
dent's family needs

24 Employs methods of developing and maintaining the migrant
handicapped student's cultural identity

33 Assists parents and families in dealing with the medical
health and dental needs of migrant handicapped students

4 Can make other nonhandicapped students aware of the needs
of migrant handicapped students

8 Understands the causes of the different exceptionalities

25 Understands the methods for identifying and classifying
migrant handicapped students

23 Familiarizes other professionals with the needs of migrant
handicapped students

10 Administers, scores and interprets the relevance of the
findings of selected educational diagnostic and achievement
tests

49 Uses a variety of audiovisual instructional media in teaching
migrant handicapped students

29 Performs task analysis

17 Evaluates commercially available programs and materials 3.46
developed for use with migrant handicapped students

13 Can specify the characteristics of the different 3.41
exceptionalities
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Table 2
Means for Migrant Handicapped Teaching Competencies
Item # Competency X
Competencies considered important by respondents
1 Demonstrates a knowledge of the Migrant Student Record Transfer 3.41
System (MSRTS) for planning and implementing an educational pro-
gram for migrant handicapped students
38 Demonstrates proficiency in the native language of the migrant 3.40
handicapped student
32 Understands the legislation and litigation which has signifi- ‘3.29
cantly affected the handicapped
41 Performs as a member of a child study team in determining the  3.29
needs of migrant handicapped students
9 Understands the current research related to migrant handicapped 3.20
students
39 Defines and discusses major issues in special education (e.g., 3.17
mainstreaming, labeling)
Competencies considered somewhat important by respondents
44 Conducts research relating to migrant handicapped students 2.44
20 Understands the historical aspects of special education 2.41
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The most detailed and specific set of competencies that have been developed
are compatible with the most frequently cited generic competencies listed above.
These very svecific competencies were prepared by an expert panel of bilingual
special education teacher trainers convened by the Association for Cross-
Cultural Education and Social Studies (ACCESS) (Pynn 1981). These competencies
are as follows:

I, Instruction/Curriculum

A. The trainee is knowledgeable of generai cultural characteristics:

1. Lifestyles of ethnic minority populations, family structure,
and community support systems.

2. Attitudes and behaviors of cultural and socio-economic groups.

B. The trainee understands the relevance of child rearing practices
of ethnic minority familiec to the CLDE child's cognitive, emotional,
and social development.

C. The traince is aware of cultural conflicts resulting from ethnic
minority differences that may affect the CLDE child's self-image
and thus influence his/her emotional and social development.

D. The traineé institutes a teaching process that takes into account
the impact of cultural conflicts on the CLDE child's academic
performance.

E. The trainee understands the acculturation process of culturally
diverse individuals into the mainstream of American socilety.

F. The trainee implements techniques to facilitate the integration of
the CLDE child into American schools and society.

G. The trainee develcps and implements appropriate educational programs
to meet the special needs of CLDE children.

H., The trainee develops and implements appropriate educational programs
to meet the special needs of CLDE children.

I. The trainee develops educational programs designed to improve the
bilingual development of learning disabled children which reflect
an understanding of current approaches in the field.

J. The trainee plans, designs, and implements special education
programs for CLDE populations in accordance with legislative
requirements and guidelines.
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K. Thetrainee will plan, design, and implement individualized
education programs which include, where appropriate, such H
subject areas as: language arts, arithmetic, science, social
studies, vocational skills, and physical education.

L. The trainee develops and applies appropriate educational methods
based, in part, upon diagnostic results. :

M. The trainee demonstrates skill in developing and/or adapting ;
educational materials and procedures to meet individual needs.

N. The trainee works in cooperation with other education professionals
to design a full service educational program appropriate to the
needs of students exhibiting specific handicaps, gifts, or talents.

Newwi A s,

0. The trainee designs curriculum and instructional programs that
are based on behavioral objectives considering cultural variables.

- .
R Y Ce

P. The trainee directs and organizes program activities in cooperation
with parents, teachers, and other school personnel.

- et
g d AN LD

Q. The trainee determines the appropriate instructional setting to
maximize the educational development of the CLDE child.

-
Ny et

I1I. Assessment and Evaluation

A, The trainee recognizes normal language development patterns.

B. The trainee is knowledgeable of major empirical research in the
area of speech and language acquisitionm.

C. The trainee explains the effects of anatomic, physiologic,
linguistic, psycholinguistic, and sociolinguistic factors on
the communication process.

D. The trainee differentiates between those difficulties arising from
second language acquisition and those from speech and language
disability:

1. Trainee distinguishes between culturally derived linguistic
conventions and deviant language development problems.

2. Trainee understands the nature, etiologies, and remedial
techniques associated with language discrders.

E. The trainee writes descriptive reports which accurately reflect
the nature of communicative disorders.

F. The trainee demonstrates the ability to assess student strengths
and needs within the cognitive, affective, ard psychomotor domains
through the use of appropriate formal and informal instruments and
procedures (e.g., standardized tests, commerically prepared
informal tests, teacher-prepared mecasures, and criterion-referenced
measures).
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The trainee is aware of the ugses and limitations of current
standard assessment techniques in regard to CLDE populatiomns.

The trainee develops an assessment model based on information
gained from several sources. For example:

1. Annecdotal records and pupil behavior scales.

2. Observations and recommendations from parents, teachers, and
other school personnel.

The trainee is able to assess chosé factors limiting the partici-
pation of the family in the school setting and set specific goals.

The trainee formulates an accurate description of student «hility
based upon observation of academic performance in light of the
CLDE student's cultural background.

The trainee is aware of the influence of learning styles, cultural
values, and language patterns of ethnic and minority groups on
classroom and test performance.

The trainee administers appropriate language assessment instruments
and accurately interprets the skills measured and the information
obtained.

The trainee uses the information gained to determine the CLDE
student's most appropriate and least restrictive educational
setting.

The trainee utilizes a cognitive s%yle analysis approach as a
diagnostic-prescriptive tool.

The trainee will write a diagnostic evaluation in behavioral terms.

The trainee will analyze skills and educational materials through
the task analysis approach to determine program effectiveness.

The trainee develops and applies appropriate educational methods
based, in part, upcn diagnostic results.

The trainee determines the appropriate instructional strategies
used in diagnostic-prescriptive teaching of the CLDE child.

The trainee develops techniques to improve communication competence
within the classroom:

1. Trainee understands the function of language in the classroom
as it relates to educational development.

2. Trainee develops alternative techniques to improve specific
speech and language skills of CLDE children.
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The trainee implements the appropriate strategies for the’
diagnostic-prescriptive teaching of CLDE children.

The trainee reviews the effectiveness of instructional methods
implemented within the special education program for CLDE
children.

The trainee evaluates, using appropriate measurement devices,
the effectiveness of diagnostic programs for CLDE individuals.

1. Trainee examines materials, academic tasks, and methodologies
using a task analysis approach.

2. Trainee examires the contributions of other resources (e.g.,
parent, teachers, and other school personnel).

The trainee evaluates the impact of prescribed treatments by means
of initial and continuing and an analysis of changes in academic
and personal growth: e.g., trainee utilizes such data collecting
devices as questionnaires, rating scales, and checklists.

The trainee modifies objectives and learning approaches, provided
such changes are indicated by the on-going evaluation of
educational plans.

Classroom Management

A.

The trainee is aware of how non-verbal behaviors -of both CLDE
children and non-ethnic teachers may lead to miscommunication
between children and teachers.

The trainee understands and applies interaction and management
strategies (e.g., behavior modification, group dynamics, inter-
action analysis behavior therapy, and life space management
therapy) in light of cultural, socio-economic, and language
factors influencing behavior.

The trainee develops and applies appropriate educational methods
based, in part, upon diagnostic results.

The trainee demonstrates a thorough knowladge of critical issues
relative to effective classroom management. The following issues
are suggested:

1. Effective teaching methodologies.

2. Modeling of appropriate/desirable behaviors.

3. Self-realization and values clarification.

4. Understanding of and sensitivity to physical, sccial,
developmental, and cultural factors.

S. Emotional climate in the learning environment.
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6. Teacher flexibility as demonstrated through the use of
alternative activity suggestioms, willingness to give
explanations and reasons, and the encouragement of
student input.

The trainee examines behavior management models or approaches
and selects those appropriate to individual needs.

The trainee implements educational management strategies, such
as: learning centers, material coding, student self-directed
activities, and continuous-progress management.

The trainee examines educational management systeme with respect
to:

1. Own cultural perspective.
2. Perspective of the CLDE child

3. Potential biases (e.g., ethnic, class cultural, and/or
linguistic).

4. Potential discriminatory effects of utilizing a specific
behavior and classroom masagement model.

The trainee extends the behavioral management program through
collaborative efforts with the home, community agencies, and
state and federal agencies.

Counseling

A.

B.

T R e A S PP e

The trainee assists parents in identifying their CLDE child's
learning difficulties.

The trainee, with the support of parents and teachers, develops
goals and objectives and prescribes speclial programs to meet
individual needs.

The trainee provides parents with information on available
community resources.

The trainee extends the behavioral management program through
collaborative efforts with the home, community agencies, and
state and federal. agencies.

The trainee gathers pertinent information and provides training
to the CLDE child's family, teachers, other professionals, and
national, state, and local groups: e.g., trainee develops a
system for on-going technical and professional support to
ancillary educational personnel.
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F. The trainee assists families and their CLDE children in under-
standing and dealing with the attitudes, lifestyles, behaviors,
and educational philosophy of American society and its schools.

V. Advocacy/Public Relatioms

A, The trainee understands the historical development of and legal
basis for bilingual and special education. The trainee, for
example, has knowledge and understanding of the following:

2. Rehabilitatiou Act of 1973, Section 504.
3. Title VII legislation.

Lau v. Nichols case and other pertinent legislation.

B. The trainee expléins significant implications of special education
regulations to students, parents, educators, and others.

C. The trainee explains the legal implications of significant court
decisions on policy development and legislative reform to
students, parents, educators, and others.

D. The trainee gathers pertinent information and provides training
to the CLDE child's family, teachers, other professionals, and
national, state, and local groups: e.g., trainee develops a
system for on-going technical and professional support to
ancillary educational personnel.

E. The trainee makes suggestions to school personnel and local
education agencies for implementing apyropriate instructional
programs which are sensitive to the needs of the CLDE child.

F. The .rainee provides parents with information on available
community resources.

VI. Research

A, The trainee understands all aspects of teaching CLDE children,
including the recent research, eriology, content areas,
educational procedures, and support systems necessary for
effective educational managemest.

B. The trainee demonstrates knowledge of significant theory and
research applications relative to teaching CLDE children by
developing and implementing clini~a’./prescriptive.
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Characteristics of Current Training Programs

A study conducted by the Multicultural Special Education Project (MUSEP}

in 1982 collected data from 30 bilingual arnd/or multicultural special educa-

tion teacher training projects at the university level. These projects were

all located in the Western region of the Uri'.d <tates and were funded through

the Division of Personnel Preparation, Zzfic. <Z Special Zducation, U.S. Depart-

-
3
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ment of Education. The return raie (seven projects) was 23% {about average)
and adequately represented the broad range of projects. This data provides
a representative profile of bilingual special education projects in the Westernm

region. Based on the responses to the questionnaire, each project was identified

as belonging in one of three general categories:

a) A strictly traditional special education program with recruit-
ment of e:hnic or bilingual students. For example, a program
that trains regular learning disability teachers but attempts
to recruit minority and Lilingual students:

Ny
R N TIOEN

ot

b) A traditional special education program with bilingual special i
education curriculum infused into existing coursework and pro-
gram vequirements. This type of program, for example, would
add a few lectures or modules and bibliographies on bilingual
special education to existing courses;

c¢) A biilagual special education program that is specifically de-

signed to train bilingual special education teachers sad includes
bilingual special education course work and field experiences
with bilingusal special education curriculum.

Analysis of tl'e data indicates that 29% were strictly traditional special
education programs that recruited minority students at most, 29% were traditional
special education programs with bilingual special education infused into existing
curricula and 43% were bilingual special education programs that offered specific
courses in bilingua? special education and considered their program a bilingual
special education program.

The following table summarizes the information on program types and shows

the number of graduates for each of the programs.




Table 3

Program Types and Their Respective Graduates

Projects ~ Strictly Traditional ° Bilingual ° Number of Students
' Traditional * Special Ed. ° Special ° Graduated
Special Ed. Wich Bil. * Education ° ) )
Program With * Special Ed. ° Program ° B.A. ‘M.A. 'Ph.D.
Recruitment of ° Infused Info.
Ethnic Students ° Existing

. . Courses . . . .

o : R : o

3 . ) X : . 5 .1 . -

3 : X . T, .

h . X ) : .15 .1 .55

5 - X . : © 20 5 * 25

6 . ) . X L6 .- .-

7 . '. . x . - ¢ . ¢ -
Total % .  29% . 297 . 437 ) ..

Traditional special education programs graduated the most students in each
of the three training levels (BA-35, MA-6, PhD-84), followed by infused tradi-
tional special education programs (BA-7, MA-1. PhD-2)., The low number of grad-
uates from bilingual special education programs (BA-~1l) is indicative of the
relatively recent emergence of the field. More importantly, it points to the
need for continued support of this specialized field. In terms of the degree of
interdisciplinary emphasis in the curriculum, 867 of the students in all projects
sampled were exposed to some ethnic language component (e.g., Spanish, Navajo,
etc.); 717 were exposed to cultural sensitivity or awareness coursework (e.g.,
Asian or Chicano Studies); 57% were exposed to specific bilingual special
education methodology; and 437 had interdisciplinary exchange with bilingual
education.

It was stated that there is a general trend toward deemphasis of educa*ion
by state and federal funding agencies. Without adequate resources it is very

difficult to recruit students. It also appears that some faculty consider it
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necessary to deemphasize entrance standards and stress exit criteria in
order to recruit and retain students. The problem is compounded because
of the small pool of high school graduates from which to draw.

Public school support for bilingual special educatiocn programs is also
a problem. Many indicated that public schools in some areas do not support
bilingual special education efforts by higher education institutions. None-
theless, the public schools lack trained professionals in bilingual spacial
education. University traiuning programs need to be strengthened in order to
attract students and help reliave this shortage of personnel. There is also
a critical need to infuse teacher training programs with a bilingual special
education content. This also involves increasing faculty awareness and
support. Clarifying the interface between bilingual education and special
education is a high priority.

In the area of research basic knowledge is needed about target populations,
e.g., American Indians, Hispanics and Asians. Specifically, more information .
is needed about their culture, language and cognitive development. It was
agreed that more knowladge is needed concerning what constitutes a positive
learning atmosphere for children being served through bilingual special education.
Research is needed on effective teacher training models for bilingual special
education.

In the area of program development it was emphasized that there should be
a coordinated effort on the part of bilingual special education training pro-
grams and school districts to communicate with state personnel, to make known
the needs of bilingual special education in the schools. This should encourage
institutionalization and help secure funding at both levels. In order to
achieve meaningful local control, it was stressed that IHE's, school boards,
school administrators, teachers, bilingual teachers, bilingual special education

teachers, parents and the general public all need to be sensitized to the issue

194




BEEIN R T S e P R Py

40

and need for bilingual special education programs that reflect local needs.

Bilingual special education teacher trainers need to be knowledgeable of
bilingual/bicultural and special education, in addition to being versed in
bilingual special education per se. For example, teacher trainers should be
"equipped" to utilize culturally and linguistically appropriate special educa-
tioh assessment procedures with'non—English speaking culturally and linguis-
tically different exceptional students (CLDES). It is extremely important that
bilingual special education trainers and programs maintain and increase commun-—
ication among themselves. Communication will enhance camaraderie, program
support, avoid duplication of mistakes and efforts in research, and will kegp
morale up in these times of scarce resources.

The existing heterogeneity among bilingual special education projects is
an asset that can aid us in our search for successful project components.
Recognized is the fact that these evaluations will not turn up an ideal project
that will be suited for all regions and ethnic groups.

Finally, it was stressed that there is a need to begin to make specific
efforts to institutionalize projects that are dependent on grants, i.e., soft
monies. In order to do this, four things should be done: cause awareness,
acceptance, participation, and demonstrate effectiveness znd need of bilingual
special educacion projects.

Additional data on these teacher training projects was acquired through
site visits to the projects as well as through personal communication. The
- following table summarizes the major concerns and the recurring needs expressed
by the project directors.

As can be seen on Table 3, the most common concern among all projects was
the institutionalization of their training programs. Fifty-nine percent of
the projects expressed some concern that they would cease to exist unless

adopted by their institut_ons and departments and made permanent programs.
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Table 3

Need and Concerns Generated From Site Visits

(59%) * 1. Program institutionalization.
(49%) 2. Student recruitment and support (e.g., tutoring).
(35%) 3. Program support and cooperation with departments, programs

and agencies (e.g., state departments, LEA's, school
districts, and communities).

(24%) 4, Program planning and development.

(247%) 5. Infusion or bilingual specizl education curricula into
existing courses.

(18%) 6. Faculty and teacher inservice training: models and content.

(18%) 7. Research and development of reliable and valid diagnostic
instruments in bilingual special education.

(18%) 8. Method and curricula identification, dissemination and
development appropriate for bilingual special education.

(12%) 9. Basic research emphasis.

*Many institutions had more than one concern
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A second most recurrent concern among the seventeen projects was student
recruitment and support. Forty-nine percent of the projects felt there was
not encugh minority students in their programs and had problems recruiting
them. Moreover, some projects felt a need to provide academic and general
support to the few minorities that are already in the programs.

Table 3 {udicates 35 percent of the projects felt they needed the support
and cooperation of academic and non-academic departments, programs, and agen-
cies, such as special education departments, state departments, LEA's, school
districts, and community grbups. Twenty-four percent felt bilingual special
education programs needed better planning and development. An&ther 24 percent
of the project felt a need of infusing bilingual special education curricula
into existing courses of existing and institutionalized training programs, such
as special and bilingual education programs.

Eighteen percent fejt models and content of in-service training for faculty
and teachers is important and in need of development. Yet another 18 percent
felt there is a need in bilingual special education to recearch and develop
reliable and valid diagnostic instruments that are sensitive to culturally and
linguistically different populations. Still another 18 percent of the projects
felt a need to identify, disseminate and develop teaching methods and curricula
that is appropriate for teachers to use in the area of bilingual special educa-
tion. Finally, 12 percent of the projects feirt the area of bilingual special
education needs to be involved and serve as a catalyst for basic empirical

research.
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Program Planning and Institutionalization

To "institutionalize" a newly established or non-traditional program like
bilingual special education in higher education, means to make it a regular
part of the program offerings of a college or university. As every experienced
person knows, the institutionalization process is never automatic. To accom-
plish it, a strategy or plan of action, frequently extending over several years,
is required. If a strategy is to have reasonable probablity of success, care-
ful att=ntion must be given in it to meeting five conditions. If these con-
ditions are not met, the probablit’ of a successful plan is substantially
reduced. These conditions are described below from the viewpoint of the person

intarested in institutionalizing é program.

Develop Central Office Administrative Support

Key features of central offices are that they_serve as communication
centers and as the locus of contxol of dollar and personnel resources. These
resources tend to flow along the lines of communication. For this reason,
the director of a non-~traditional program needs to have numerous interactions
with the head of his or her unit. These meetings should be open to any topic
related to the new program, including personnel matters, political issues,
students support, long-term directions, publications, needed contracts, whether
or not to pursue grant opportunities, presentations at national meetings,
and the financial condition of the department and school. Such interactions
have two important outcomes. First, each person leaves the meeting with a good
sense of what is happening in the other person's domain. Second, incipient

problems are dealt with before they occur, thus leading to better management.

Pay Attention to Political Circumstances

Many programs, especially those involving bilingualism and ethnic groups,
are very sensitive to shifts in viewpoint or power within the university, the

state or nation. For this reason, keeping one's political support in repair
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is an important aspect of institutionalizing a program. Three types of support
are significant here: 1) grass roots, including parents, teachers, and school
administrators; 2) power block, including subgroups of legislators or congress-
persons, and the support of state or federal agencies; and 3) support from
other disciplines. These three groups must be kept well informed. In a

university, the good will of other departments is critically important to sur-

vival and success. In the bilingual/multicultural special education area,
forming solid relationships with foreign language departments, linguistics,
socio-linguistics, anthropology, and speech science permit them to know what
one is doing, what his or her concerns and goals are, and preventcs fzelings
of suspicion and interdepartmental hostility frequently found in colleges and
universities when non-traditional programs arise.

The art of politics is finding a common value among groups such those
mentioned above. It is not always easy to do so since each political group is
likely to form a set of values different from the other. 7That, one supposes,
is what a "political group" means. To find a common value means that one must
spend sufficient time with each type of group to be able to form several ideas
about where the common ground among them might lie ehould political action be
required. While time consuming, the task of finding a common value is frequently
a critical one for the director and staff of a non-traditional program like

bilingual special education.

Find or Develop a Niche for the Program and Its Faculty

To feel secure in an organization, most persons need to have a home base
or a special niche in the orgenization from which they can carry on their
activities. The same seems to be true of programs. To develop a niche for a
non-traditional program and its facultv is one of the most difficult tasks in
institutionalization. To gain a niche, several important events need to occur

between the central office, the appropriate academic unit and the program.
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The first is the establishment of an academically sound and supportive aquemic
base in an appropriate academic department o> division. Not only must there be
a good academic fit between the program and the department but there should be
faculty support for the program from colleagues within the department. The
second is identifying a carefully located space which is the visible office of
the program, as space is the symbol of institutionalization. Third, is develop-
ing program uniqueness. These issues are raised by a traditional program
currently facing phase-out. One of its major problems is that the content of
the program has, over the years, begun to appear ir other programs, thus gradually
reducing the uniqueness of the original program. People have asked, "What does
this program do that is not done in .other programs?" If this question is
difficult to answer, a program either has never gained a niche or is in danger

of losing the one formerly occupied.

Consolidate Resources and Monitor Their Status Often

All college and university programs need three types of resources: faculty,
students, and money. To consolidate faculty resources means the faculty members
involvec in the program identify with it and are reliable in the sense that they
will expend effort to improve the program rather than directing their attention
elsewhere. To consolidate faculty resources requires the systemmatic applica-
tion of leadership skills by the program director so that the facuity involved
believe that their work is important, that it will be rewarded, and that the
program has direction and social value.

The consolidation of student resources represents one of the most difficult
probiems of non-traditional programs. A key factor is the durability ;f fed-
erally sponsored programs for Hispanic and Native American peoples, for example,
is that many or the funds are directly devoted to student support. By the
very nature of being economically disadvantaged, persons in these gropus cannot

easily opt for higher education since doing so intrinsically involves foregoing
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the money that would b2 gained from full-time employment while at the same time
having to pay for more schooling. A subsidy, typically from federal sources, is,
therefore, required if programs S~ these people are to have students. A
withdrawal of this subsidy predicts program failure by dint of insufficient
students from the target populations. Maintenance of direct federal or state
subsidies for students is, therefore, a central reason for the development

and maintenance of majority-minority pnlitical ties by minority group members.
The major alternative to direct subsidies is the adaptation of non-traditional
programs to the circumstances of its target vopulation of students. This
adaptation usually means a part-time program in which students can enroll
auring the evening and may include the use of teleconference instruction in
which courses or workshops are delivered to remote areas at time convenient

for students.

The consolidation of Iinancial resources usually requires two moves.
First, be certain a significant portion of the program faculty are on "hard"
rather than "soft" money. Faculty on hard money is usually taken as a
significant sign of successful institutionalization. Second, ragular ways of
raising money by grants, gifts, consulting, or contracts should be planned
by the program faculty. Such funds frequently make the difference between a

quality program and one chronically on the brink of financial disaster.

Build a Sound Program

The first step in building a sound program is to avoid slipshod admission
practices. A program is known by the quality of its graduates. If one admits
slow students on the one hand or purely opportunistic ones on the other, it will
become suspect both insjde and outside the college or university. Placement
will become difficult. The second step is to build a rational curriculum. Such
a curriculum has two important features: a) it can be described and explained

in the sense that the faculty can show how the curriculum is related to the
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goals and objectives of the program, and b) the curriculum actually produces
a reasonable level of the skills, knowledges, and intellectual strategies
which the program claims that it produces. The third step is to bridge the
special program to the regular faculty and curriculum by formal as well as
informal mechanisms. The curriculum should not be too highly specialized and
with anchors in both special and bilingual education. The fourth step, is
to hold an experimental and evaluative posture toward the curriculum. Every
program can be designed better than it is. An experimental posture means that
one forms hypotheses about changes that will improve the program, and carvies
them out. An evaluative posture means that the effects of these changes are
carefully appraised to make certain there antually are improvements in the
program. A systems approach to program evaluation is recommerded.

As the five conditions described above suggest, institutionalizing a
program is neither an easy nor a certain process. Creating a strategy or

action plan substantially increases the probability of success, while not

doing so leaves one's chances to luck.

Model Training Programs

There are two general approaches that can be utilized in addressing the
need to prepare bilingual special education teachers. Existing teacher
training faculty and programs in special education and bilingual education
can consolidate thelr resources and service their programs to fo.us on the
unique needs of exceptional bilingual students. This is currently bging done
by several universities throughout the country as was mentioned earlier in
the paper. Another approach is to focus attention on the training ef the
trainers themselves. At the preservice doctoral level, there are a few
universities that are working with doctoral students on an ad hoc basis.

These programs utilize existing doctoral training programs in special

educatiscu and add an emphasis in bilingual special education through
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independent studies, specialized seminars, internships and related research
projects. Among the universities involved in this type of leadership training
are: The University of Arizona, Arizona State University, San Diego State
University, The University of Colorado, The University of New Mexico, New
Mexico State University, The University of Massachusetts, Boston Utiversity,
New York University, and New York State University.

In addition to the above mentioned preservice training for faculty,
Landurand (1982) has developed a vexy successful inservice training model

for college and university faculty in the area of bilingual special education.
Through a U.S.D.E. special education dean's grant, Landurand has established
the Multicultural Institute for Change at Regis College in Weston. Massachu-
setts. The Institute's primary goal is to improve the quality of service

to linguistically and culturally different children. Currently, the Institute
is training sixteen faculty from six nearby colleges and universities in the
theory and practicai application of bilingual special education. The following
program description is taken from a publication of the Multicultural Institute
for Cnange (Landurand 1982).

The instructional program in the Institute for Change consists of four
major components: theoretical modular training, a local educational agency,
practicum experience, a college practicum experience, and an Integrative
seminar. For each of the thrie years, tne faculty trainees complete three
modules, the correlated local school or agency practica, the college practicum,

and the integrative seminar. Prior to initiating any of the components, each

faculty trainee with the assistance of the project staff undergoes a diagnostic
prescriptive assessment. Each trainee analyzes his/her particular areas of
expertise, background in bilingual/bicultural issues and favored learning style.
In addition, for each of the tasks specified in the college component, the

trainee evaluates what he/she has done in that area and develops objectives




Change.

1)

2)

3)

4)

5)

Because of the immediate need to train bilingual special education teachers

from a multicultural perspective for self improvement for achieving that goal.
Once these assessments are completed, each trainee, with the help of the
Project Director and part-time staff, develops an individual training plan
(ITP) to accomplish each of the components developed in the Institute for
Techniques such as individual and school case studies, role playing,
group problem solving and onsite local school, agency and ccllege vracticum
are utilized in training.

At the end of the three year project, the Regis College Institute for
Change will provide insights as to the strategies necessary for successful
training of faculty members in the content of bilingual/bicultural special
education. To date, the Institute staff can suggest to other institutions

who may consider such tiaining the following:

Involve the Administrative Staff from the beginning of the
project. Without the support of the Dean., the Iustitute
for Change would not be able to expect hizh levels of
commitment from faculty.

Offer training sessions that do not conflict with faculty
members' Lusy schedules. In most cases, "retreats" provide
faculty with the opportunity to concentrate on the issues

and skills relative to bilingual/biculturzl special education.

Provide experiences in the public schools and community in
order to update faculty's perceptions of the needs of lin-
guistic minorities in the local educational agencies.

Be prepared to deal with attitudes faculty may bring co the
training that reflect their perceptions of individuals from
culturally different backgrounds. Staff members and consul-
tants should have skills in groups process, especially as
these skills relate to racism and biases that taculty may
consciously or unconsciously possess.

Provide ongoing follow-up with faculty and administrative
staff. Because faculty have many responsibilities, their
completion of ITPs may be difficult without the constant
support of the project's staff and consultants.

the above mentioned model is highly recommended both as a short term strategy

as welrl as a strategy for colleges and universities who wish to retrain

' existing faculty.
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Another significant and model inservice training program has been under- i
taken by the American Speech, Language, and- Hearing Association (ASHA). ' This
project is also funded by the Office of Special Education of the U.S. Depart-

ment of Education. The project 1s known as the Bilingual Language Learning

System (BLLS). The description of the program which follows was adapted from
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the project summary disseminated by ASHA.
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Bilingual Language Learning System (BLLS) -§
The Bilingual Language Learning System (BLLS) project has been designed as 3
a national coordinated effort to meet this need and to improve the availability ;3

and quality of speech-language pathology and audiology services rendered to

bilingual/bicultural Spanish-English children. Funded August 1, 1981, by
Special Education Pfograms, United States Department of Education, the BLLS

project is intended to provide a series «.f two-day in-service training

. P
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institutes and a training manual which discuss characteristice c£ Spanish and

5o

English language acquisition; how speech-language pathologists an.l audiologists
may provide appropriate evaluation of Spanish-English children with suspected
communication handicap; how effective management strategies can be implemented
for those children with confirmed language disorders; and how interaction of
speech-language pathologists and audiologists with other school professionals
can be promoted in order to increase the effectiveness of educational program-
ming for this populatisn.

During the course of the project, a model of training will be employed in
which bilingual/bicultural speech-language pathologists will be trained to
train other professionals. In addition, representatives of university/college
training programs in speech-language pathology and audiology will be trained so
that content of BLLS Institutes can be incorporated into university/college

program curricula. State schools consultants will also be trained so that
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these resource persons can disseminate information on the BLSS Institutes and ¢
effect improved education for Spanish-English children. The Trainers,
university/college representatives and schools consultants have been selected
for the eight states which, collectively, account for nearly 90% of the

Spanish-language population in the United States (Arizona, California,

Colorado, Florida, Il1linois, New Mexico, New York, and Texas). These
individuals compose BLLS State Resource Teams in the eight target states.

During the first year of the project (August 1981 through May 1982), the

BLLS training manual was developed and the State Resource Team members were

selected. During the second year of the project (June 1982 through May 1983),

L R
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the Trainers will conduct a series of fourteen BLLS Institutes for “ispanic
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bilingual and bicultural speech-language pathologists, audiologists and other
Hispanic professionals who work in teams with speech~language pathologists and

audiologists, and will select a second group of Trainers for the project.

PRI s R

During the third year of the project (June 1983 throu,.. May 1984), this second
group will be trained as Trainers and will conduct a series of twenty-two BLLS
Institutes for monolingual professionals. Training for bilingual/bicultural
speech-language pathologists and audiologists will be distinct from training
for monolingual individuals because the professional needs of the two groups
are different.
The Institutes will serve as a tool to:
. disseminate state-of-the-art information regarding
bilingual communication assessment and treatment to

professionals working with Spanish-English children;

. provide opportunities for Trainers to develo) their
skills in precenting the curriculum content; and

. field test the original curriculum content such that
necessary revision, based on evaluation by Institute
participants, can be made.

As a result of BLLS training, it is anticipated that more speech-language

pathologists and audiologists will provide improved services to bilingual/
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bicultural communicatively handicapped children. Greater consultative services
will then be available to special and regular educators, and these profession-
als will better understand contributions that communication disorders special-
ists can provide. For additional information the BLLS curriculum outline has

been included in the appendix.

Other Model Training Programs

There are a number of additional training programs that should also be
maintained in this state-of-the-art paper. Because of space limitations,
however, descritpions of these programs will be included in the appendix

rather than in the text of the paper.

Recommendations

1. Preservice training projects in bilingual special education should be
given increased support from the local, state and federal level.

2. Colleges and universities should cooperate with local school districts
in conducting a pianned and systemmatic inservice program in bilingual
special education.

3. Leadership training in bilingual special education at the doctoral level
should receive increased support from the U.S. Department of Education.

4. All types and levels of bilingual special education training should
include a strong emphasis on parental involvement and parent training.

5. Bilingual special education teacher training curriculum should be highly
interdisciplinary in orientation drawing not only from special education
and bilingual education but from psychology, anthropology, linguistics,
psycholinguistics, language departments, etc.

6. Bilingual special education teacher competencies identified as critical
by practitioners should be validated empirically before being utilized to
design future training programs.

7. Bilingual special education teacher training research should be conducted
with particular emphasis given to student outcomes as the ultimate
meag ire cf success.

8. Teacher training materials and text books as well as hibliograpnies
should be developed for the field of bilingual special education.

9. Training programs should make special provisions for student recruitment

and retention. Stipends, tuition and books allowance, and additional
support eystems should also be provided.
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10. Bilingual special education and ESL methods courses shouid be unique |
and different for this population of exceptional bilingual students.

11. The issue of dual (special education and bilingual education) endorsement
and certification as well as bilingual special educacion endorsement
and certification needs further study.

R

12. The training of regular education teachers throuzh infusion regarding
the needs of the bilingual exceptional child is a priority.
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The Houston Model

The foregoing ideal program does not yet exist in an applied
bilingual special education situation. However, there are a few
existing programs that come close to this ideal and include many of the
program elements recommended above. Oie such program is the Coordinated
Services for Handicapped Limited English Proficient (LEP) Students Pro-
gram (CSHLS) .of the Houston Independent School District. This program
will be described in detail as a model approximating our recommended pro-
gram and as an example of how the ideal program may be applied in actual
practice.

The CSHLS program's stated goal sets the essential tone of the
program:

"It is the goal of this model to provide bilingual and
special education teachers with the competencies required
to effectively coordinate services. Jointly they will
provide an instructional program that meets the unique
and individual needs of handicapped LEP students."
(Bolander, Lamb and Ramirez, 1981)

The key word is coordination. CSHLS pulls together the skills,
strengths, knowledge, and resources of both bilingual and special educa-
tion staff members to most effectively meet the individual needs of the
bilingual special education student.

The content and techniques used in the CSHLS program are primarily
related to Hispanic students, these constituting the majority of the
CSHLS students. However, *his program and its approaches are consistent
with the ﬁeeds of bilingual and special education teachers of exceptional
limited English proficient students of aay cultural background. The

training and coordination guidelines will serve the needs of teachers

of an rdiverse multicultural group of exceptional children.
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The needs of bilingual and special education teachers working with

exceptional culturally diverse students are several:

1.

2.

5.

Specifically, the bilinguul teacher must develop skills to meet
the needs of LEP students, related to their exceptilonality, and the
special education teacher must develop skills to meet the needs of excep-
tional LEP students, related to their language and culture. CSHLS
addresses these needs directly in their in-service training modules and
resource materials manual, made available to all participating teachers.
Module I of the CSHLA In-service component deals with Language and

Culture.

with:

3.

Knowledge about and skills to deal with first and second :
language acquisition;
Methodology for implementing instruction through various y

specific learning modalities (reflecting the learning styles

Ve an ot D

discussed in'Chapter 12);

Teaching techniques for individualized and special needs
instruction; f
Teaching strategies for various exceptionalities {(as discussed
in Chapter 14); and

Skills for coordinating, planning and instruction.

The purpose of the training is to provide participating teachers

An overview of student language assessment;

Ability to differentiate between first language acquistion,

second language learning, and implications for teaching a

second language; and

An awareness of cultural differences (Bolander, Lamb, and Ramirez,

1981).
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An example of the concise and informative format of the CSHLA Module I, Language and Culture,
and its direct service/classroom application is i1llustrated in the following excerpt:

First Lwnquoge Xoquisition

Sx:;rdlamgclrambq

The first lanquags loatner
has hod extensive exposure
to tUn first lanquage
before he is required to
produce lanquage.  There-
fore, he has hwl time to
bulld strong receptive
langage skills.

The {irst lanquxye learmer
spenids all of his widng
hours lsaming his
lancrave.

The first langivy> lmamer
usually ha most of his
otal lanquage development
campletnd before being
expood to written
langsage.

“he first language lewner
is highly sotivated and has

oany language models to
follow in the hom setting.

RH12-11.7

4.

The sezad Lwnguage loarmer 1.
uswally has had Limited ex-

posure to the second language

sten langquage demands are
sade of him. ‘Therefore, he
usually his limited receptive
larsusge skills in the secod
language.

Miny sucond larxpuage leamn- 2
ers sperd a limited runber of
hors leamning the sacoxd

The secad language laarmer 3
who begins nrond languvye
learning when he enbers

school usually has to tundle

aal languags and written
language at the same time.

‘the pecond language loamer 4.
my rot be as highly roti-

vatad and usually has few, if

any, sscond language sodels

in the haoa setting.

Jsplicationa for
Teaching Sicord Lanjaage

Brohasize listening with under-
stading before makirg oral
language doecards of the learner.

Qroate as intensive an
Bglish speaking enviromwent
&8 peaible.  Provide mony
pctice activities in a
variety of situatione.

Introduce reading and writing
skills only atter the lsamer
hag developed understanding
in the secand language.

Provide learners with a good
languags mode). and cppartund -
tics for seaningful practice.

Xctivites for
Scond lanuge Jeamirg

L. The following activity may help you when teaching a LEP hand~
icyrod stuknt. The erphasis will be placed in listening
skills with comprehonsion before placing any aral language
darervds of the leamor. Give warbal commands to the stuwdant:

Ac G the door -

B. O tp ay desk ard gut me the red prreil

C. Tike aut your bodk, ctx.
1t is sgyrated Hat ore comnd is given at a time with the
article, after vhich you may xX3 sove articles with the same
comud, Some other useful idus are: sing grestings
(polite grectings, faniliar gnwtings), farewils, nwmes axt
getting acquintel. Some reference materials to assist with
theoe idexs are: ‘The Vocsbulary Butlder, Blemvenidos, etr.;
theoe and othet reference rmateriats are available at the
Northline Dilingual Resource Centnr.

2. Te following activity will b2 hnlpful W create as intensive

an Dylish~-spoaking ewirowmnt as resible. Siculate activi-
tes by using dialopaes or role playing of visits to a doo-
tor’s office, arderisyy a weal at a restaurant, going to the
gypermrant, going to Uk mvies, etc. lseful referece
matecials are the ESL (PAglish as a Second Lanamgs) Ourric-
ulun Guides, Fart 1 and Part 2, vhich can be arderad through
the HISD varehouse.

3. The folluwing explamation will give you sugysdas on how to

introdwce rexitvy and writing skills ace you hove deberminad
the Iavel of understardling of the lmanwr in the aoccond
lanquage. Show pictyms to the sk’ ats and we thes to tell
you a story axut Hym.  Write the story or stozies an the
board, thve the cliiliren ma) the story or stories aut Jouwd.
Qe the child las been givn a tople, the stulent may writs a
paragrarh ar a cowplete story. ‘This paragrsph or story sey be
used to dnmlop activities that will give you feebxk on the
stuient's ooxpredversian. '

4. Mtice that sten reading Inplication for Teuching Second

Ianguag: No. 2, sam of the sugested xctivities can senve as
oppatinities for reuiingtul practice when laxners are pro~
vidad with a good language rodel such as teacher giving
directions; anot'er stuxdent recving as a sodel in arsas that
he/she has mastered; materiale axch as the 00X Kit can be
used or the Idea Kit, o the Sesams prograss, Villa Alegre,
etc,
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Rrst Lanquage Moquisition

5. W learms langinge oogh S,
nitural comunicatias with
forily and comunity sonbers
in everylay =i tintion.

6. In lmamig s farst lan— 6.
guyae, the learier does rot
hiwr any govious sasds or
stnr:tutes with vhich to
crrpare lus language.

Sasds of the languwgs are
easily learmnd.

7. e toeaives nch reintorce- 7,
nent from other speakers
fn his ewvirament for his
Iangange efforts.

8. In leaming a farst language, 8.
the loarmer focuses fixst on
sawning then an the
stncture of the language.

H12-11.8

Secord Largange Learning

Secund Jarrpueyr learners fre- S.
Quently leam the sccond

larmuays in a very stnuctursd

or contraved setting.

He knowy another Lwngusge 6.
£)3bm 90 sards and stutures

of the firmnt Lvgura my cause
pblas in te sacond Lnvpiage;

he may cnafuy? new sounds ad
stnetms with those he alroady
loxws.

K ray experierce a negative 7.
attitude from others toward his
first lanpvye. Aytivcoore,

his attention way be drawn

the erTurs I makes in the

second lanmpuage tather thon his
socamplishments.

‘The sacond language laarmer's 8.
attention is often dresn &
starture befare be has

mastered roaning.

Imslications for
Taching Soowed Lurpage

Sirulats resl~life sitmtions’
in the classroxas and meke 1se of
everydyy situtios in the
classroom to toach the seond
1aipuge.

Leam the differere bebanen the
souds amd strucaires of the to
lamusges am teaxch tose Wiich

are chvicusly difticult for the

ciild to praouwce,

Svow appreciation for e culture
ant Javauge the (earmur brings
to school.  Dcowxage him @
participate in the sacond lwguige
o} resisl the teidercy W correct
each sdstake,

Alsays bulld new language itams on
what is already Joown to lsarner.
Brphasize comprehension of language
befare correct wse of language
pattems,

Aetavides for
Secund language Leamimg

‘Take advantagr of roal-life sibmtion that might cocur in the
classrorm, cafeteria, playgzrund, office, loll, etc. These
sitmtions can be used for classroom discussion, dialoguns,
stoeies, “stow ad tel) .

Torerys Twisters, Nonsense Syllablen, and Pairing Sounds, can
aid the lnwmer o Ciffererciats hetven the sasds and
stnetures of e boO langquess. Bxanple: those that ame
chwiaxly ditficult for the child to pravarce like *sch®
(%eh” 1ike *x").

Twe school had to schere to got the scholes on his

schadule,

The shoes she clione show that she choores oes well,

Meaningtul holidays of the culture can be wed to show appre-
clation for the culture and language the child brings to the
school.  Bcoureye the child to marticipate in the socond
mmdmmwmmummmmhm
o correct eary mistake.

A
Build rev lancuege experieces an what is already bow to
leamer. Zixmple: @ to the desk and brirg re the red bodk,

the bive marker, and %> moi, . Read the parsgruph and
answer the questions o page 11,

Alweys enphasize camprehension of langusge befcre correct use
of language rattem.
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The training content of Module I, Language and Culture, may be

summarized as:

1.

2.

To

Not all exceptional students have difficulty with language
develonnment.

Careful assessment is extremely important.

Exceptional LEP children with weak lang;age skills in their
first language should work on their native language problems
before being introduced to second languége.

English as a Second Language (ESL) methods should be used,
but only concepts clearly understood in first language
should be introduced in second languagé..

There must be a merging of what is being taught and what the
child brings into the classroom (the language and culture of
the home and community).

assist the teacher in becoming culturally and linguistically

aware, the participants in CSHLS are directed to consider the checklist

by Muriel Saville-Troike in A Guide to Culture in the Classroom, which

follows:

Roles

a.

b.

€.

What roles within the group are available to whom, and how are
they acquired? Is education relevart to this acquisition?

What is the knowledge of and perception by the child, the parents,
and the community toward these roles, their availability, and
possible or appropriate means of access to them?

Is language use important in the definition or social marking
of roles?

Are these class differences in the expectations about child role
attainment? Are these realistic?

Do particular roles have positive or malevoient charactecistics?

—
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Communication

a.

b,

i.

What languages, and varieties of each language, are used in the
community: By whom? When? Where? For what purposes?

Which varieties are written, and how widespread is knowledge of
yritten forms?

What are the characteristics of 'speaking well,' and how do these
relate to age, sex, context, or other social factors? What are
the criteria for 'correctness?'

What roles, cttitudes, or personaljty traits are associated with
particular ways of speaking?

What range is considered 'normal' speech behavior? What is con-
sidered a speech defect?

Is leorning lenguage a source of pride? Is developing bilingual
competence considered am advantage or a handicap?

What is the functionality of the native languzge in the workplace
or larger environment?

What gestures or postures have special significance or may be
considered objectionable? What meaning is attached to direct eye
contact? To eye avoidance?

Who way talk to whom? When? What about?

Decorum and Discipline

a.

b.

e,

What is decorum? How important is it for the individual and for
the group?

What is discipline? What counts as discipline in terms of cul-
ture, and what doesn't? What is its importance ancé value? "

What behaviors .re considered socially unacceptable for students
of different age and sex?

Who or what is considered responsible if a child misbehaves?
The child? Parents? Older siblings? School? Society? The
environment? Or is no blame ascribed?

Who has authority over whom? To what extent can ore person's
will be imposed on another? By what means?

How is the behavior of children traditionally controlled, to
what extent, and in what domains?

Do means of social control vary with recognized states in the

life cycle, membership in various social categories, or
according to setting or offense?
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h. What is the role of language in social control? What is the
significance of using the first vs. the second language?

ﬂistory and Traditions

a. What individuals and events in history are a source of pride
for the group?

b. To what extent is knowledge of the group's history preserved?

a4 -,
RN A it

3

In what forms and in what ways is it passed on?

¥
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To what exteﬁt is there a literate tradition of the history of
the group (ie, written history, and knowledge of written his-
tory) within the group itself?

%,
M

ki e g
s

To what extent are traditions and historical events reflected
in aphorisms and proverbs?

Do any ceremonies or festive occasions re-enact historical
events?

How and to what extent does the group's knowledge of history
coincide .with or depart from "scientific" theories of creation,
evolution, and historical development?

To what extent does the:-group in the United States identify
with the history and traditions of their country of origin?

What changes have taken place in the country of origin since
the group or individuals emigrated?

. e . A,; T o e N T L 57,
< e s et b v SR AEY iEigde s 0n ARG

For what reasons and under what circumstances did the group or
individuals come to the United States (or did the United States
come to them)?

Education

a. What is the purpose of education?

b. What kinds of learning are favored (eg., rote, inductive)?
WWhat methods fo: teaching and learning are used at home (eg.,
modeling and imitation, didactic stories and proverbs, direct
verbal instruction)?
Do methods of teaching and learning vary with recognized stages
in the life cycle? With the setting? According to what is
being taught or learned?

What is the role of language in learning and teaching?




Is it appropriate for students to ask questions or volunteer
information? If so, what behaviors signal this? If not,
what negative attitudes does it engender?

What constitutes a 'positive response' by a teacher to a
student? By a student to a teacher?

How many years is it considered 'normal' for children to
go to school?

Are there different expectations by pérents, teachers, and
students with respect to different groups? In different
subjects? For boys vs. girls?

and Music

g.

What forms of art and music are mosé highly valued?
What media and instruments are traditionally used?

What conventions are of particular significance? How do
artistic conventions differ from those used or taught in
school (eg.. the musical scale, two-dimensional representa-
tion of distance or depth)?

Is the creation of art and music limited to specialists, or
within the competence of a wide range of individuals in the
community? )

What forms of art and music are considered appropriate for
children to perform or appreciate?

Are there any behavioral prescriptions or taboos related to
art and music (eg., can both men and women sing, does cutting
faces in pumpkins or other fruits or vegetables violate
religious concepts)?

How and v» what extent may approval or disapproval be expressed?

Expectations and Aspirations

a.

b.

Ce

d.

What defines the concepts of the'disadvantaged' and 'successful?’
To what extent is it possible or proper for an individual to
express future goals (eg., is it appropriate vo ask, 'What do you
want to be when you grow up?')?

What beliefs are held regarding 'luck' and 'fate'?

What significance does adherence to the traditional culture

of the group have for the individual's potential achievement
(from the viewpoint of both the minority and dominant cultures)?
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e. What significance does the acquisition of the majority cul-
ture and the English language have (from both minority and
dominant cultural perceptions)?

£
b
4
N

f. What potential roles are available within the native community
which can provide individual fulfillment and satisfaction?

R g. Do parents expect and desire  assimilation of children to the
dominant culture as a result of education and the acquisition
of English? .

h. Are the attitudes of community members and #ndividuals the
same as or different from those of community spokesmen?

The purpose of Mdodule II, Modalities, of the CSKLS program is to
provide participants with:
1. Ability to identify specific learning modalities;

2. Ability to evaluate students' learning modalities through
the observation of classroom behaviors and work skills; and

. 3. Ability to select or adapt materials for instruction through °
specific modalities.

The specific modalities discussed are visual, auditory, kinesthetic,
and tactile. The in-service training emphasizes that teachers of excep-
tional LEP children should use a multisensory approach utilizing several
learning modalities simultaneéusly and in variation. In summary, Module
I1, Modalities, notes:

1. Not all students learn well through all modalities;

2. Teach to students' stronger modalities while remediating weaknesses
wherever possible;

3. The teacher who lacks language skills in the native language of the
exceptional LEP student should make greater use of visual, kin-
esthetic and tactile modalities; and

4, The auditory modality is the most important in the acquisition of
language and, while it should not be overstressed, it should
not be ignored. However, the exceptional LEP student should not
be kept from progressing in other areas while he/she is working
on acquiring competent second language skills.

<21
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In Module IIX, Specific Handicapping Conditions, various basic

teaching strategies are described as well as providing participants with:

1.
2.

3.

The materials on exceptionality and materiais selection/use
covered in Module III of the CSHLS program are essentially the same as
those covered in Chapter 12 and in the last part of Chapter 14 of this text.

The teaching strategies ouvtlined in Module III may be summarized as follows:

1.

A working knowledge of specific exceptionalities;
An overview of special services programs in the district; and by

Ability to identify instructional materials appropriate for
LEP students of varying exceptionalities.

%
Thy
-5
4

5
%

Individualize ‘'the problem

In order to plan a remedial program based on individual needs, -
the teacher needs to be aware of the child's strengths and weak-
nesses, his levels of functioning, intelligence, emotional status,
any relevant medical data, the child's cultural background, and
educational history. Much of this information can be found in

the child's State folder.

learning Input Precedes Gutput

Learning involves both input and putput; eg., the child must
understand a concepi before he/she can demonstrate it. In work-
ing with handicapped LEP students, it is important to determine
if students have comprehended; eg., assimilated input correctly,
especially when instruction is in the second language. Output
difficulties may actually reflect input problems.

Utilize Modality Preference

The number and type of modalities to be used will be determined

by the child's particular learning style. The LEP student's

: 222
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lanéuage ability must be considered also if instruction is in the
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second language. The teacher who lacks language skills in the native

3

language of the handicapped student should make greater use of the
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e gt SRS 2 oo

visual, kinesthetic, and tactile moudalities.
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4, Control. Important Variables i
It is importaﬂt that the teachér be concerned with: fé

N

a. Controlling student's attention by controlling the elements in ‘E

the classroom that lead to distractions. Loud noises and :n i%

3

excess of stimuli not related to the immediate learning environ-
ment ﬁay reduce learning.

b. Controlling student's proximity to the teacher and other students.
Placing the handicapped student near the teacher is often helpful
in terms of controlling behavior. Having the student's work
area near the teacher also facarlitates the teacher's giving addi-

tional help and directions to the students as needed.

.
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c. Controlling the rate of instruction is an especially important

consideration in planning instruction for a handicapped student.

PSS R AR ey )

4

Handicapped students usually have a slower rate of learning.

Therefore, new learning should be introducad gradually.

5, Motivate with Success

Remediation begins with methods that bring success. Therefore, the
teacher should create a learning environment that insures success. In
order to do this, the teacher should start to teach a little below
the child's instructional level. If the child's reading comprehension
is 2.5, the teacher could start at 2.0 level to give the child a few
initial successful experiences. The child will then be motivated by

his/her success and can move on to the next level. It is important
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that the handicapped child be provided daily opportunities to feel

successful in his/her work. . %
6. Teach to Strengths, Remediate Deficits -é
Many times a students can acquire knowledge through his/her stronger g%

channels. Stronger areas can also be used to develop weaker ones.

Remedial programs should endeavor to stimulate the functioning of les-
ser abilities. Even if the weak areas cannot be brought up to average
functioning, they can usually be improved and the gap between the o

student's strengths and weaknesses reduced.

7. Teach Sequentially . 2%

Learning should be presented in small structured vnits, systematically ;?

I o Frd

n TN
Loaa"

progressing from concepts that have been learned to the next level of

”
L
AR E,

i n

difficulty. By using developmental, sequential teaching techniques,

<t
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the teacher is relating previously learned skills to new tasks; in so

doing, the feacher is insuring that the student had developed readi-

PR

ness for the new concepts,

8. Make Provisions for Utilizing Feedback

Feedback can be used in two ways. The feedback received from students
can be used diégnostically to appraise student progress and to make
changes in the student's educational program when it is obvious that
the student is not progressing. Students also need to receive feed-

back from teachers. There is evidence that the sooner the students

e Lt

. knows whether his/her response was right or wrong, the more learning
is facilitated. Therefore, individual help and examples with which
the child can check his/her work will help shape his/her pattern of

response.
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Reinforce Learning

Ao

i

Learning is also facilitated when reinforced. To reinforce appro-

e o kva,

priately, systematic attention must be given to the desired

behavior when it occurs. Once the behavior is learned, the student

R .
© PRI .l
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should continue to be reinforced. Reinforcement may be given upon

complertion of several tasks or at the end of an assigpment period.

AN
34w

The teacher may use concrete rewards where necessary, while encoura-
ging the students' acceptance of intrinsic rewards.

Make Use of Peer Tutors

This remedial technique should work especially well with Mexican-

- American children bevsuse of their cultural orientation toward
working as a member of a group. Students learn much from one
another and usually will retain much of what they learn this way.
Peer tutoring can be done with the same class, or acroés classes,
or acrosc age groups. It can be an important instructional tool

if it is well planned and developed by teachers and students.

The CSHLS program addresses the coordination of bilingual and
special education services in Module IV. The purpose of this Module is
to provide participants with:

1. Ability to identify respornsibilities of the bilingual and special
education teachers in providing coordinated services fo; excep-
tional LEP students and
Ability to appropriately schedule resources fer exceptional LEP

students.
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Effective coordination of services requires that the bilingual and
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special education teachers possess certain.personal and professional skills.
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These include:
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1. Readiness to cooperate;

2. Willingness to share competencies so that they may work togethier
as a team to meet the needs of exceptional LEP students;

3. Ability to maintain open channels of communication so that
solutions can be worked out jointly; and

4, Flexibilify with respect to teaching assignments and new
teaching methods.

The key to the appropriate sﬁhedule of resources in the CSHLS program is

the Checklist for Coordination of Services:

In order to complete the checklist, the bilingual and special aducation teachers
nust meet to discuss each of the areas included on the checklist. They must
develop the objectives on which the student is to work. The teachers will
select and check those areas which relate to the individual student's needs.

The areas included on the checklist are:

1. Instructiounal Objectives

The bilingual and special education teachers should review the annual
goals stated on the student's IEP. They must select approximately
3-5 objectives based on bilingual and special education annual
goals. These instructional objectives will be written on the check=-
list form.

Instructional Level

The student’'s instructional level should be identified and written
on the checklist form. The student's {instructional level may vary
in different subject areas. English language achievement test scores
are available on the student's IEP. If instruction is to be in the
student's native language, a determination of his/her instructional
level may have to be based on the bilingual teacher's informal as-
sessment.

Language Assessment Scale (LAS)

The LAS score should be included to determine the studeat's RLP
(relative language proficiency) upon entering the bilingual program.
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4. Language of Instruction

The bilingual teacher will determine the appropriate language of
instruction based oun teacher assessnent of the student's language
proficiency. The LAS 'scores may be a consideration if the scores
are recent. Students are only tested prior to entrance to the bilia-
gual program. Therefore, these scores may only be meaningful if the
student was tested within the present school year. The LAS scores
are to be included in the student information on the Coordination
Chart as well as the date the test was administered.

S. Teacher Responsible for Instruction

The teacher responsible for {instruction may wvary with the instruc-
tional objective. If the language of instruction is the native
language, the bilingual teacher will have to assume the responsi-
bility for instruction, at least initially.

6. Instructional Phasé

The three instructional phase§ included on the checklist are:

Siostl Tern
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a. Introduction of Concept

b. Remediation, i.e., working on cbjective

c. tfaintenance, 1i.e., working on accomplished objective to
maintain competency :

It is possible that different teachers would be responsible for
different instructional phases. For example, a handicapped LEP
student, with no or very limited English skills, might be introduced
to a new concept by the bilingual teacher in his/her native language.
After the student has understood the concept, the special’ education
teacher may be able to provide the necessary remedial instruction.

a

7. Methods

In determining the instructional methods to be used, the bilingual
and special education teachers should consider the student's handi-
capping condition, his/her instructional level, his/her learning
modality, and how these €£it into the classroom. For example, a
learning disabled student reading on a pre-primer level in a second
grade classroom may not fit into any existing reading group. There-
fore, the most appropriate method could be one-to-one iastruction
or a small group situation.

A combination of methods may also be used, lL.e., one-to-one instruc-
tion followed by work with a peer tutor.

" ‘1‘ <«
N
A
B — T 4 M e 25
o n By R O Uy T =t




TETTL e s e e R RS DY s IO S S SR YR AL LT ARY Ny g et w e = e
. P A . UL B X YT . .

"4
8. Preferred Modality i
' The bilingual and the special education teachers will indicate on the
B checklist marked INPUT, the iastructional mode that will be utilized
: to instruct the student. In order to do this, they must know what the
“ student's strongest modalities are. This information may be available ;
from the testing results included in ‘the student's State Special fgﬁ
" tducation folder. If it is not, the special education teacher will 1
% have to determine this through informal assessment. b
. ﬁ?
) 9. Time on Task s
The bilingual and special education teachers will have to determine ‘?3
the optimal teaching time for each objective. 1Im order to do this,
- the following factors must be considered: .
a. the student's attention span ! o
: b. the time available in the classroom for one-to-one o
) instruction, if this method is to be used ]
Instruction for the same objective can be divided between time <§
periods, i.e., 20 minutes of math in the morning and 20 minutes of g
math in the afternoon. The teacher may also divide time on tasks %
according to the combination of methuds being used, i.e., 10 minutes N
of group instruction followed by 10 minutes of peer tutoring. By 4
varying the materials and methods, the studcat with a short attentinn %

span may be able to work on the same objective for longer periods of
time.

v
o 1!

10. Reinforcement

i,

The reinforcer should be selected according to what is most reward-
ing to the student. The checklist suggests the following reinforcers:

a. Praise. Example: "Good work, Ricky. 1I'm very proud of
you,"”

b. Touching. Example: Hugging, pat on back, hand on shoulder.
This is usually most effective when combined with praise.

c. Teacher's helper. Exampl:: The student can pass out paper,
water plants, etc.

d. Peer tutoring. Hany students want to work as a peer tutor.
This often reinforces learning and also promotes salf-esteem.
Even the very slow student can perform certain peer tutoring
functions such 2s showing flashcards to another student, call-
ing out spelling words, working with a student at the board on
=1th facts, etec.
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e. Free time. The student can earn time to look at books, play
games, work puzzles, listen to the record player, -work on art

activities, etc. iﬁ

There are many other reinforcers which could be used and the teacher %

may want to use a reinforcer not included on this list. These' rein- g
forcers are only offered as some which can easily be used in a regular ~§
classroom setting. The teacher may also use a’combination of rein- B
forcers such as praise and touching, or being a teacher's helper and "

a peer tutor. 7

tl. Evaluation ° ’g
A %

The teacher responsible for instruction will be responsible for the
evaluation of that instructional objective. Evaluation can be
accomplished by cne of several methods: competency tests, charting,
or collection of student work samples. Evaluation should be done
regularly. Competency tests ‘and collection of work samples can be
done daily, or even weekly. Charting should be done daily. A peer
tutor can be taught to keep a daily chart of skills with which he is
working. .

The bilingual and special education teachers should meet at least once every
two weeks to review student progress and determine what changes, if any, neaed
to be made in the student's plan. One problem for teachers is to find the
time to get together to plan and review the student's IEP. The checklist

format used in this model should help minimize the time tequired for planning
and reviewing.
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In summary, coordination of bilingual and special education services for
exceptional LEP children depends upon the coordinated development of an
IEP, the checklist of information for effective planning, and the use of
resources made available through CSHLS. These resources are identified
by language, learning modality, and instructional level in the CSHLS

Resource Manual provided to all participating teachers.
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Bilingual Language Learning System (BLLS)

CURRICULUY OUTLINE

Normative data
A. Developmential sequences in Spanish
1. Phonology .
a. Regional variations
2., Morphology/Syntax
3. Semantics
&. Regional variations
4, Pragmatics
a. Regional variations
B. Dual language acquisition: the bilingual child

General considerations in assessment “
A. Research base
1. How to access research (people and places)
2. Bibliography
3. Need for future resesrch on bilingual children with
language disorders (example of a case study)
B. Cultural aspects
1. Socialdization to test taking
2. Geographic/socicecononic statui
37 Other speech/language disorders

Assessment procedures
A. Philosophy - functional communication sample
BR. Procedures (systematic observation) - review
1. Eandout
2. Videotape
C. Particular systems for obtaining «amplcs for:
1. Momolingual
2. pilingual
Fg., bow to tap the two systems and establish a language
set in different cormunication situations
D. Generic problems with discrete point testing
1. (ritique of standardized tests in notebook
2. Criteria for valid/reliable tests
3. Bow to use standardized tests if you must use them
E. Screening
1. Language doainance
2. language proficiency measure (Tucson) - false positive
issue
7. Iultiple case files
1. Translated foras
G. Need for real parent iaterviewing
H. Conferencing with significznt other/caretaker
I. Prescriptive statement - airm for ideal
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<. Zearing . ‘ - :
X, &s zart of Institute exercise, translate information {nto H
122 format ;
L. Zcvironzent for assesszent - need fof flexibility i
¥. AdditZonal points 1 =
¢e A cursory creatzent of disorders)ocher than language
is suifficieat when discussing cultural factors for the
first curriculum v
¢e EHearing assessaoent can be discussed in the section
on language disorders e

ERIULL "N

ot
“

¢¢ Alternatives to traditional service delivery models;
for ex., home assessment, and thr need for flexibility
ia location aud time of assessient need to be addressed’
as part of x discussion of the anvironment for
assessment N
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IV. 4issesszmear - who should do (s;r;enigg,aﬁd indepth)
4. 311isgual/bicultural person should do assessment for Spanish

Vo

“%

acaolingual or Spanish domingnt ahild 3
1. Speech-language pathologist on staff - as defined by. 3
school district o . . ¥

2. Speech-language pathology consultant from somewhere else ¢
3. Teaa of prefessionel equals who are both- knowledgeable; e.g., :
: _monolingual speech-language pathologist and another €
professional, e.g.,. special education teacher who is :
bilingual/bicultural . ‘

4. Special educaction cooperative hires a bilingual speech-- .
. language pathologist ) K

>. Not an interpretor (rrained or untrained) or teacher aid-
. ‘Develop rationale.) : )
6. -Not all bilinguals (criteria needed) - varies with
population to be served ) .

V. Case selection .

- Ianguage disorder/cdelay has to exist in the primary language

. Criterfa based on normat ve data from literature (with
zzaotated bibliographny)

C. ZFractical exercises (need detailed information)

D. Case selection decisions for other disorders

Ul b

VI. Iatervention Strategies :
A. Cheoice of language for treatment (rationale for choice of
Svanish, choice of English)
1. language of the home
2. age of the child - if under 10 years, choose primary
language
I. cEzotional ties with significant: other
4., Other critecia
3. <£{hoice of interventionist
1. 1If Spaaish is zo be learped:
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> a. 3ilingual/bicultural speech-language pathologist

b. I only zonoliagual speech-language pathologists
are available, refer child to ESL, nursery
school, biliagual education program and/or
significant other with prescription and ongoing
censultation by person who did the assessment
and refarral’

c. A bilingual/bicultural professioral must aluays
be involved

d. Principles of treatment; e.g., using culturally
relevant aatarials

e. 2laces to obtain materials

X
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2. If EInglish i{s to be learned:
a. Bilingual/bicultural speech-language pathologist
o. Speech-language pathologist with cultural awareness
(operationally define)
1) Fawilis~ with English use of the particular
Hispanic community .
2) Familiar with contrastive features of Spanish
c. Exclude ESL teacher {elaborite on differences it
nethodology)
d. Unavailability of appropriate bilingual/ticultural
speech-language pathologist not an excuse

., VR -
PO 2
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3. idditional poiats
- ee Discuss what to do in the case of bilingual parents wit“
aonverbal child
se Develop specific examples
ec Concern is about who is doing intervention as opposed to
what to do
se Discussion of treatment materials is not necessary for
the first curriculum .
L. Tlow chart for assessrent/traatzent alternatives (attached)

Nyl

A

- eme

C. Izglications for education
1. Speezh-languzage pathologist has to be involved in curricular
adazptation and choice of materials (specify why)
2. icademic curriculum will be taught in the child's strongest
language
3. tlternatzives
a. Seli-~contained classroom
b. Zxteaded resource .
C. Maizstreaming with support services
4.Yastery of cognitive/linguistic processing skills in the
doninant language facilitates subsequent transfer of
- sYills to apnother, language
3. Izportaace of language skiils in regard to reading, writing, math

A -eve-opaea:al sequences

3. Choice of language for treatment

C. Generic problems with discrete point testing
D. ChoZce of interventionist

<32




21iZz2gual Lacguage Learning System (BLLS)

A Assessceat/Treatment Flow Chart ‘ -
5 (<)
¥ screendng ey no ——3% bilingual/ESL teacher s
%} linguage intensive English language ég
L " problem arts teacher B
b (non-clinical) 45
r S
; ¥
ﬁz ? language ~§§
3 prodlez o
e 2
¢ 3
i issesszez: , a5
: &
‘%. (‘.'3 ‘;t_f%
Y protlez wicth (|~ Janguage of choice 2
| lioguage
, %
Zaglish Spa?ish f%
: ;
i izterveationis: interventionist ;
3
o Oiliizguai/ticuliuczal speeca- bilingual/bicultural speech~ :
iangsage pathologise language pathologist (primary :
interventionist) in cooperation 5
¢ =z=ounsliizgual spesch-language with: ’
pashologist with culcural "ee bilingual teacher N
awarteness ee significant other :
If only monolingual speech- ;
language pathologist available, )
refer to: ;
ee bilingual/bicultural speech- ;
language pathologist who acts
as consultant to primary inter-
ventionist(s): bilingual
teacher and significant other
se bilingual teacher in comsultation :
with the team of professionals ’
who performed the assessment; e.g.,
monolingual speech~language .
pathologist and bilingual special :
educator ' \
s¢ bilingual speech-language pathologist ‘
with cultural awareness :
@ ' 233
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1981-1982 PROJECT PROGRESS REPORT

October 26, 1982

Name -of Project: Bilinguai Special Education Teacher Candidate Project
Grantee: Office of the Los Angeles County Superintendent of Schools

Divi'sion of Project Funding and Management
9300 East Imperial Highway
Downey, California 90242 ‘

Project Manager: Elsa N, Brizzi (213 922-6756)

Description of Project:

The purpose of the project is to increase the number of qualified
special education professionals who are bilingual by providing
financial support, guided practical experience and counseling
to bilingual persons with teaching potential who probably would
not otherwise obtain teaching credentials. Candidates for the -
program must be bilingual, must be prepared to enter college at
the sophomore level or higher, and must have experience in
working with handicapped children, usually as paid or volunteer
instructional aide employed by the County Schools or a school
district. The project reimburses participants quarterly for
tuiticn, fees and $100 towards books.

Thirty (30) participants are enrolled as full time students
at California State University at Los Angeles, since their
work sites are in schools in that area, and 15 candidates for
the Winter quarter are now in the selection process.,

Evaluation:

The project has recruited and selected thirty (30)eligible participants
and they are enrolled in college and participating in the project in
the manner defined by the proposal. The original schedule has been
met. Evaluation Report for 1981-1982 has been submitted. Audit trace
documents for the program and participants regarding meeting dates,
agendas, minutes, and persons attending as well as information on
participant status are on file.
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%eﬁ' BILINGUAL SPEGIAL EDUCATION TEACHER CANDIDATE PROJECT
¥
5 SCOPE OF WORK FOR 1981-1982
ko) ’
ﬁ“l
%i:l Program Year One
’”l Procedures Jjdpals]olnto] gl F| u| al u
£ Recruited and selected 30 candidates
?‘;VIO participate in the program i Al Bl Sl -Trrrr'r+-"1rr1r—
3 'rovided candidate orientation * * *
&
* Enrolled 30 candidates in University * * *
%
? Verified candidate status (criteria
f Coe .
: rr participation) * * *
. @laced 15 candidates in aide positions
Y other experiences focused on special l
i/ ®ducation ol il Rk RRDE SEEE SERE ---
2'frovided candidate training, counseling,
i etc. for job success b I L L L PR B BEE N B B B
; 1d meeting of supervising teachers * * *
lveloped/updated education and
employability plans il il bt bl S0 TEET TEE PP SN RO R -t

!blicized project PR RPN S

!ported quarterly to 65 special
education consortia school districts * * *

Assisted the development and institu-
ponalization of bilingual/special
ucation university curriculum
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'ld quarterly advisory board meetings * A
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1982-1983 OBJECTIVES
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- Thirty (30) participants who

are currently in the project
will continue

Fifteen (15) new candidates will
be admitted to the project. Al
will satisfactory progress by

meeting the following criteria:

be a full-time baccalaureate
candidate at California State
University at Los Angeles

carry 48 quarter units per
year (equivalent to 32

‘semester units

maintain a 2.5 grade point
average )

work, paid or unpaid, at
least 3 hours/week in
special education or a
special needs setting of
your choice '

attend inservice/training
session once per.month
(4 hours) provded by project

Admit five (5) candidates
through scholarships

Verify and monitor participant
status every quarter (4)

Place eligible participants on
bilingual and special education
credentialing tracks

Assess school districts for
special education specialty
needs

Dissemiﬁate and assist personnel
departments in professional
placement

Hold monthly meetings with
university departments of
bilingual education and special
education

Expected Outcemes, 1982-1983

- Thirty (30) participants will

successfully complete one academic

year based on criteria

- Fifteen (15) participants will

complete three academic quarters

¢ 18 participants will obtain
baccaluareate degrees by
June, 1983

¢ Five participants will obtain
bilingual teaching credentials

by June, 1983
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Place participants in aide®
positions or other
experiences focused on
special education

Provide training, counseling
etc. for job success and
development of ongoing
individual employability and
plans

Identify and assist in school
district placement

Evaluate participants

Develop and implement orie
participant workship per month

Provide quarterly counseling
sessions with each participant

Hold one meetirg with
supervising teachers

Development/update education
and employability plans

A11 45 particioants will be employed as
part-time paid or volunteer aides in a
special education class and the satisfactory
character of their work will be verified.hy
the principal.

Each participant will obtain competency in
bilingual/special education and will have .
an employability and educational plan on
file which specifies how practical
experience at the work site, inservice
education participation, and college course
work contribute to those plans

™
3=

. N A .
T pnre w i Y

PV o
SN Aoty e ok

P L T Ty . 2L Jr o




Objective

Activities

Expected Outcomes, 1982-1983 -

To provide support to participants
and project by: *

o identifying resources and
use systems

e assisting institutionalization
of bilinguai/special education
and the project

e disseminating project
informatfon

e placement of candidates in
bilingual/special education
teaching positions

Pubiicize project

Repo.'t quarterly to 65 censortia
school districts

Recruit. and select candidates
for project waiting 1ist

Assist in the development and
institutionalization of bilingual/
special education university
curriculum

Meet quarterly with personnel
director from 95 school districts

¢ to identify special education
specialty needs and special
education

e identify credential job
opening in special education

o hold quarterly advisory meetings

Five (5) participants placed in
project through community-based
sponsorships/scholarships

-Bilingual/multicultural strands in

university special education
credential core curriculum

A project model for dissemination

Ongoing participation by school
districts in identifying special
education teaching needs and a
system for credentialied employment
and piacement of candidates
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COLLEGE OF ARTS AND SCIENCES _ . Ic
DEPARTMENT OF SPEECH g!‘ex O@
Speech and Hearing Center 5

Box 3W/Las Cruces, New Mexico 88003 2

Telephone (505) 846-3906

. PROGRAM PROGRESS REPORT
for
BUENO-MUSEP Bilingual Special Education Institute

Phoenix, Arizona
October 30-31, 1982

The trai=ing program in communicative disorders at New Mexico State
University hus been and is in full accord with the intent of PL 94-142 and
the U.S. Department of Education's commitmant of assuring equal educational
opportunities for all handicapped children. The implementation of that
commitment through the services of our graduates.is the basic goal of onr
training program. The specific goal of our program is the training of
personnel who can aid the communicatively handicapped child in achieving
a functional communication system(s) adequate for his/her personal, educa-
tional, and vocational needs.

Of the twelve program priorities established for the training of per-
sonnel for the education of the handicapped {Federal Register, Vol. 42,
No. 75, Tuesday, April 19, 1977), and with the acknowledgement in the Rules
and Requlations that the development of functional communication may be
addressed under any or all of the piiorities, the preparation of personnel
in this program specifically addressed the priorities of early childhood
education, the saverely handicapped and gev:-v=2l special education in its
formal coursework and practicum activitizs. Aadditionally, having long

recognized that the traditional role vf the communicative disorders special-
ist must change, we provide poth pedagogical and field experiences that will

enable our graduates to zespond to the addiitional priorities identified
with the labels of regular education, the paraprofessional, volunteers, and
model implementation {i.e. inncvative delivery systems).

The role of the communicative disorde:ss specialist, as envisioned by
this program, is one of providing direct diagnostic, therapeutic, and con-
sultative services for individuals handicapped by disorders of speech,
language, and/or hearing: and of working with and/or supervising other pro-

fessionals, paraprofessionals, and volunteers whc provide direct cr support-
ive services to the communicatively handicapped. Given this role, the speech/

language pathologist and the audiologist of necessity serve all aveas of
handicapping conditions, regardless of the classification of the primary
handicapping condition.

In preparing for this role, students in the program complete the
appropriate academic and practicum work for one of the Certificates of
Clinical Competence issued by the American Speech-Language-Hearing Associa-
tion; concurrently meet requirements of the New Mexico State Department of
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Program Progress Report page 2

Education for certification as speech language pathologists, audiologists; in
some cases qualify as commnication disorders specialists (i.e. classroom

teachers of moderately and/or severely communicatively handicapped children);
and meet the requirements for licensure by the State of New Mexico.

Within the broad goals of the program, special attention is given to the
needs of the communicatively disordered bilingual individual. This emphasis
has always been present in the program, coming not only from the interest of
the commnicative disorders faculty but also from the presence in the depart-
ment of the university's English as a Second Language program for international
students, the majority of whom have been Hispanic. The emphasis was formalized
several years ago in the initiation of a separate course entitled "Communicative
Disorders and Bilingualism." A measure of the involvement of the program with
the bilingual child is found in the fact that after a state-wide gearch, two
current and one past member of the program faculty were selected to represent
New Mexico in the Bilingual Language Learning Systems project being conducted
by the American Speech-Language=Hearing Association.

The program is involved in an orn-going evaluation of the impact of services
provided by our graduates to the communicatively disordered. One component of
that evaluation has to do with severely handicapped children from multi-lingual,
multi-cultural, multi-ethnical backgrounds. Our information is anecdotal in
nature, but all of our graduates working in school settings report that some of
their cases fit the multi-lingual, multi-cultural, multi-ethnical severely
handicapped category. They also report that 90 percent of these children had
not received therapy before entering school.

With the pre-school popylation being the one that has been most ignored
in the past, our last few surveys have provided hopeful information of program
graduates. Before 1979, none of our graduates had been employed specifically
for early childhood public school positions; two were employed for such positions
in 1979, another two in 1980, another in 1981 and still another in 1982. This
is a marked change as far as graduates of this program are concerned. Addition-
ally, we know that our graduates with elementary public school placements all
provide services:at the kindergarten level. The placement of one graduate in
1979, another in 1980, and still another in 1981, in state residential schools
is another indicator that services are expanding for the severely handicapped,
apparently at hoth the pre-school and school age levels Finally, placement of
a 1980 graduate and a 1981 graduate in Regional Service Centers with specific
responsibility for serving multi-lingual/cultural pre-school children is yet
another indicator of impact. The only conclusion available is that our training
program is impacting on this particular population of children.

Finally, a word about the students majoring in communicative disorders at
New Mexico State University. The program has always been successful in recruit-
ing members of racial and ethnic minority groups. At the present time, fully
one third of the undergraduates are Hispanic as are one quarter of the graduates.
New Mexico has realtively few Blacks, but in the past the program graduated four
such individuals. Efforts to recruit Native American students have finally re-
sulted in two such individuals as undergraduates and one as a graduate student.
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Program Progress Report . page 3

The report of an outside evaluation of the training program in communica-
tive disorders conducted in 1981 by Robert L. Ringel, Dean.of the School of
Humanities, Social Sciencus and Education at Purdue University, included the
following statement: "The entire program of the Department of Speech serves
the state and the nation quite well....A unique feature of the pregran is the
ethnic mix of the student body. NMSU along with a very few other institutions
has done much to provide Hispanics to the professional ranks. In this way,
the university is not only a state resocurce but a national one as well. Past
recruiting efforts are to be applauded and future attention is to be urged."
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NAVAJO SPECIAL EDUCATION TEACHER DEVELOPMENT .FROGRAM (NSETDP)

VI RTINS

The primary concern of this project is the préparation of Navajo Special

v i

Education Teachers in order to meet the special educational needs of handi-

!
o By

capped Navajo children. A specifically designed pﬁﬁgram was needed to address

Lo,
« FAXTp T

the problems experienced by Navajo handicapped stqﬁgnfs as they try to cope

o
Vaa A

with ever increasing complexities in education by bkﬁ?iding for them teachers

"2t

i,

R AL

who could identify and relate to their needs - Nav;ép‘Special Education Teachers.

In 1975, the Navajo Division of Education cohtraﬁféé with the University of

3

. N N . hy
Arizona to deliver services ‘for a field-based teacher special education program, X
i 5

The Navajo Special Education Teacher Development‘Program 1s now in its sixth s

t
o
A
x

year of successful operation. The NSETDP program ofﬂginally began as an

undergradute degree program in conjunction with fhé;University of Arizona

(U of A}, Tucson, Arizona., The undergraduate program produced fourteen (14)

special education teachers with BachelorsDegrees 1n:5pec1a1 Educaticn. In

1980, the NSETDP program was changed to a graduate degree program and moved

from the University of Arizona to Northern Arizona University (NAU), Flagstaff,

Arizona, The graduate degree program is just completing {ts second (2nd)

year at NAU, The Navajo Special Education Teacher beve?opment Program cur-

rently is helping the twenty-five (25) Navajo studeht participants to attend
r

the 1982 autumn session at NAU. The financial assistance will be provided by

the Department of Highei Education (Scholarship) to assist students with

direct educational expenses, NSETDP students will complete or pick up

up to twelve (12) credit hours for the summer session, At the end of the

1982 summer session, seven (7) NSETDP students will complete




2

their requirements and receive their Masters Degree in Special
Education. The seven Navajo studants will be the first grad-
uate students to graduate from Morthern Arizona University
since the program was moved in 1980.

The accomplishments 1isted here include some carried over from the

first and second year. These accomplishments are as follows:

(R)

(8)

The Navajo Tribe has negotiated a subcontract with Northern
Arizora University, College of Education, Department of Special
Education, to continue operation of the program for the period
June 01, 1981 to May 30, 1982. The terms of the subcontract
provide for the development and implementation of a three year
graduate level training cycle in Special Education at Northern
Arizona University for thirty (30) Navajo students to continue
their training for the second project year. :

The criteria for student selecticn for participation in the
program were developed by the Navajo Division of Education
staff, the Navajo Professions Development Advisory Board, and
in conjunction with the University staff and project director.

The Navajo Division of Education starf and the Advisory Board re-

cruited and selected students into the Navajo Special Education Teacher

Development Program based on the following criteria:

1.

Commitment of the applicant to the program - Demonstration of
interest and comitment to the field of Special Education and
the needs of the handicapped children; evidence of effective
participation in a classroom as a teacher as well as partici-
pation in on-the-~job in seryice type training opportunities to
continue development of ;ki11s capability, summer workshops, or
other after hours training opportunities; expressed statement of
personal goals and ambitions related to Special Education and
the overal] attttude of the applicant towards participatton in
the prelect,’

Present work situation ~ Consideration was given to the present
Job status of the applicant with regard to its releyancy to
actual Jinkages and work with handicapped children (Nayajo), or
the willingness on part of the student applicant to accept a
position in a Special Education classroom or facility
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D.

if assistance were provided by the Navajo Division of Education in
identifying such job openings.

3. Agencies demonstrating the most positive attitudes toward the develop-
ment of Navajo personnel by granting release time with pay one day a
week, provision of factlities, or a past record of commitment to Navajo
Education, were given first consideration for applicants to the program
from that agency.

4. Review of background and personal interview by NDOE stuff and the Navajo
Special Education Advicory Board, Since Advisory Board members are from
communities all over the reseryation, most applicarts were known by one or
more board members, This strategy provided a review of the applicant with
regard to his or her personal background, character, degree of community
responsibility, particpation tn community affairs, leadership potential,
and potential change/agent ability.

5. References from present supervisors, agency administrators and other
personne] familiar with the applicant's present or past job performance,
and effectiveness in working with chflqren.

6. Transcript reyiew by appropriate University personnel to determine
university status and academic background strengths and/or deficiencties,

Final student selection was accomplished by the first class meeting which

was held on August 26, 1980, Twenty-four (24) master's degree level Navajo

participants haye been selected, most of whom are working in Special Education

Job situtations with various public schools, Bureau of Indian Affairs or pri-

vate Navajo schools on the Reservation. '

Cooperative communication TinRs have been established wich administrators

in the agencies where project students are presently employed, These TinRs

facilitate project participation, provide a supportive atmosphere
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(E)

(F)

(G)
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for project students, and facilitate supervision by project and univer-

PR
e oy 2

sity staff.

The project applied for a supplementary grant last year to incorporate

tutorial services and site observations into the program. This year

H

there are no supplementary grants. Students had difficulty in language

translation and cognitive skills as a result of their cult're and iso-

S St S IS Tl o

lated environment. The grant was to strengthen and support the Special

. %l
st

Education teaching styles of the present students. Such support can
enhance the performance of project students by impacting on their indi-

vidual delivery of instruction as well as the handicapped Navajo children. :

The present project year emphasis for the thirty (30) Navajo students is

on the development of Navajo professional personnel having expertise in

2oy pid
RT \C LAY )
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the areas of Learning Disabilities, Reading and Learning Disabilities, .

P

Mental Retardation, and Emotionally Handicapped, with appropriate rela-

R

.
2

ted educational diagnostic skills. These areas of .training, both imple-

mented and planned, correlate to the identified needs of the Navajo

T
55 A1 s f e

handicapped population and the program priorities of reservation service

agencies.

Site selection has been secured from the Navajo Tribal Training Center
in Window Rock, Arizona to utilize classroom space for project instruc-

tional purposes. Window Rock was selected for several reasons:

1. Window Rock is the home and employment location of the majority
of project students. Window Rock is more centralized for a
majority of students from the Northern and Eastern part of the
reservation. 'Services are lacking for students from Western
Navajo, which means that an assessment must be made to determine
if additional sites are needed to reach potential students who

currently are not in the project.

2. Accessibility to facility in bad weather. Window Rock is
accessible both by air and paved roads. In addition, during

bad weather, the roads are usually cleared off.

3. Adequacy of size and attractiveness of facility. The Navajo
Tribal Training Center has large rooms to accommodate the Special
Education classes. Other classroom aides are also available such

as Audio-visual equipment, bdlackboards, refreshment machines, etc.

4. No cost is being chnrgeé‘fg use of room for the project. ;
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(H) Project integration is occurring at the University campus office level
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and the Navajo Division of Educiticn office level where facilities,
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phone, office maintenance expenses, and travel expenses are shared

”

with the Navajo Teacher Education Development Program.

ANTICIPATED ACCOMPLESIMENTS FOR CONTINUATION PROJECT

Expansion and refinement of this year's activities will continue inte the next pro-
ject year. Efforts will be made to refine all program activities including manage-

ment of personnel; supervision of students; evaluation of program effectiveness

UV
W

E) .
including student skills development and i.pact for change in existing agencies.

e
Syt

During the next project year particular emphasis will be placed on the following

areas;

- 7 “
G

A. Continued refinement of the "Clinical Teacher" model in order to prepare Navajo

students for employment in multicategorical settings in order to avoid the per-

i N
Linned ¥»\.?f<1z~;;§.

petuation of narrow and rigidly categorical service programs for handicapped

b
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children. Within the refinement of this model, additional attention will be
focused on the development of culturally reievant diagnostic and curriculum
management skills by each trainee in the program.

Expanded efforts will also be made in the areas of dissemination of project

information to local, state and federal agencies, and professional organizations.

. REVISED STATEMENT OF OBJECTIVES

No attempt will be made to reiterate those projects objectives as listed and approved

in the original project proposal. Only those objectives being modified in some way

are stated here:

A. To complete the requirements for a Graduate Degree and Special Education Certi-
fication for 30 students (instead of 40 students as stated in the orginal pro-
posal) spanning a two year period starting June 01, 1980.

The areas of Special Education to be offered will be Mental Retardation (M.R.)
Emotionally Handicapped (E.H.), Learning Disabilities and Reading and Learning
Disabilities.

The University must provide a minimum of 6 hours (instcad of the 9 hours stated
in the original proposal) of course work during the fall and spring semesters.

SUMMARY STATEMENT

With the support of the Bureau of Education for the Handicapped and the expertise

of the Special Education faculty of Northern Arizona Univeristy, the Navajo Tribe

has been able to begin implementation of an innovative, field-based teacher prepa-

ration program that has as its primary purpose the development of highly skilled
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Navajo persons who will be able to significantly affect the qualitity of
services available to fhe over 18,000 Navajo school age children in need
of the total spectrum of special eduéational services. It is the intent
of the Navajq Tribe to continue, and to intensify, its efforts to insure
that the special educational needs of our people are met.

Evaluation

In this final year of the current program funding, the Navajo Diyision of

Education, through the Spectal Education Coordinator and Secretary positions,
)
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wil] undertake a follow-up study of the program graduates and non-graduates.

7 b

An evaluation questionnaire will be designed for interviewing a random sample

sy

of current and preyious students, Travel to different work sites on and

around the reservation, where ex-students are currently employed/residing,

e o d iy

has been budgeted in order for the Special Education Coordinator to carry-
out the {nterviews. The results will be analyzed quantitatively (statisti-
cally] and qualitatively (analyttcally) as appropriate to the types of in-
formation collected, The results will be incorporated into the final report
and also written-up for dissemination to professiona] organizations and
other interested agencies, The Coordinator wi{ll also collaboarte with the
Dine Center for Human Development at Navajo Ccmmunity College (funded under
a separate BEH grant] to update a Spectal Education manpower needs survey which
will serve as an evaluation indication/base-line as to how well the two
programs have been able to meet the special education personnel needs of the
Nayajo Nation,

- Dissemination of Program Results

With the updated needs assessment, evaluation report and preyious program
reports extending back to the program's beginning, the program Coordinator

and NAU Director will develop an overview of accomplishments, problems and

failures with a yiew to presenting the findings to regional and national

Q organizations and,.possibly, publishing in an appropriate journal.
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BACKGROUND
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The 1972 feasibility study, which led tc the

ey

establishment of the Dine' Center for Human Development, ' :
” identified a variety of man-power and parent training :

needs on the Navajo reservation. In response to these

W e BN LES

needs, the Dine' Center proposed a project designed to

~

M, .
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help prepare Navajos to fulfill the role of school

A

B et T o, 3
o3, e A won <1 5

. bsychologists, occupational therapists, speech therapists,
and physical therapists on the reservation, and systema-

tically address the need for parent training. The unique

.o

feature of this project was the approach it took to the
problem of recruiting Navajos and assuring that they remain
on the reservation after completing training. The grant
application proposed providing part of the training on the
reservation and part at campuses in surrounding universities.
The proposal was submitted and approved by the Bureau of
Education of the Handicapped, and the project began June 1,
1980. The project as approved, contains three major
activities:

A, Recruitment, encouragement, and support of

Navajos into professional training programs

which would qualify them to provide support

services to handicapped children on the reser-

vation:

1) Physical therapy

2)  Occupational therapy

-1-
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3) Speech therapy

> This component was designed to identify qualified

. Navajo students, counsel with them, and encourage them &

- to enter into professional university training programs ;é
in the three disciplines listed above. - ¥

B. Educational diagnostician/school psychology program

This component was designed to recruit Navajo teachers,

.

,
s A .
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counselors, and others who currently held BA degrees and
working on the reservation into a graduate program designed

to prepare them for appropriate certification as educational

i

diagnositians/school psychologists.

o X
e{‘;;

C. Navajo parent training component

LR

R N, L
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This component was designed to train parents of handi-

capped Navajo children in their native language of their

H

rights under public law 94-142, and prepare them to assume
a more active role in planning and advocating for the

handicapped child.

Objective A--Training Support Personnel

Activities and Accomplishments

It was the purpose of Objective A to recruit, en-
courage, and support Navajo students to obtain training
and enter career fields in certain professional areas
of critical need and on the reservation. Appropriately
trained and certified pérsonnel are critically needed
to provide occupational therapy, physical therapy, and

speech therapy for handicapped Navajo children. -

-2-
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Activities described in the project application
included, sending out information about the need for
training Navajos in these areas, identifying potential
Navajos interested in such professional careers,
counskling them, helping thém to enter the professional
tra?ning programs, and carrying them along through
training; advising them, and helping them find financial
support throughout their training.

During the first year of the project, general
information was sent out to high schools, colleges, and
other tfaining programs throdghout and near the reser-
vation; potential candidates wefe identified and screened.

The results of these efforts was encouraging, but very

few Navajos actually entered into the‘%arget careers.
During the second year, in response to the evaluation,
a much more individualized recruitment, encouragement
and support approach was taken. Mr. Zah contacted
department heads at the various universities and colleges
which offer training programs in the three areas listed
above. During these contacts he determined how many
Navajo students were currently in the program, and obtained
faculty and administrative commitment to encourage and
foster the placement of Navajos in these professional
training programs. As of August 12, the following
recruitment and placement results were reported:

1) Physical Therapy

One Navajo student had been admitted into an

-3-
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2)

3)
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accredited physical therapy training

program; Two other Navajo students are

in the process of obtaining acceptance into
accredited training programs.

Occupational Therapy

Two Navajo students were admitted to the occupa-
tional therapy training program at the Colorado
State University. 1In addition, one student

is currently taking prerequisite coursework
with the declared purnose of applying for
occupational therapy training at Colorédo State
University. Two other students are enrolled

in undergraduate, lower division programs,
preparing to enter occupational therapy training
ct the completion of their current programs.
One of these students is attending Ganado
College; the other, Navajo Community College.
Speech Therapy

A total of nine Navajos are currently declared
majors in professional speech pathology train-
ing programs. Six Navajos are pursuing train-
ing at Northern Arizona University; one at

the University of Arizona, one at Denver

University, and one at the University of

New Mexico.
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Obstacles

Many obstacles were experienced in pursuing Objective
A. Some students that expressed a vocational interes* in
these career fields had very poor academic records, thus
requiring an extended preparation period in which they were
required to take prerequisite courses and basic education and
science courses before they could enter iﬁfo professional
schools. Mr. Zah contacted department heads and administrators
of the various schools and departments in several universities
in which training of OT, PT, and speech therapists is provided.
The administrators were encouraged to give special consideration
and attention to Navajo students. Navajo students sometimes
need special encouragement, tutoring, fiﬁancial assistance,
and in some cases, certain entrance requirements need to be
waived, | .

The task of recruiting, entering, maintaining, and
supporting Navajos in the professional schools is very simi-
lar to the task supporting other minorities and low income
people in the Upward Bound or Special Services Programs.
Such.programs are provided in most universities throughout
the United States for undergraduates. The principle dif-
ference is that PT, OT, and special speech therapy training
is generally at the graduate level, and training departments
in these professional fields have not been in the habit of
providing sucn special consideration and attention.

It is difficult to determine the results and effects of

activities designed to meet Objective A. At this point
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there has been insufficient time for the impact to be visi-
ble. Several Navajos have been recruited, entered into the
program, and carried for two years; thus, it is probable
that they can, over the next two years, finish their profes-
sional training and return to the reservation to provide
services.

Much of the emphasis on the activities for Objective A
this past year has been directed toward recruiting students,
screening them, and enrolling them. Once enrolled, coordi-
nation is necessary with the Navajo scholarship office to
obtain the necessary support for each student. The results
of such effort are difficult to measure and the impact will

not be seen for two or three more years.

Objective B--Education Diagnostician/School Psychologist

Activities and Accomplishments

The project director and other staff have devoted a

significant amount of time and effort to Objective B.
The first year (1981), 14 Navajos were recruited and
enrolled in the school psychology training program.
Initial prerequisite coursework, e.i., "Group Testing"
and "Psychological Measurement'" were offered on the
reservation through the Utah State University
extension program. During the summer of 1981, these
14 Navajo students enrolled in the summer program at
Utah State University. During the 1981 summer session

this group completed 14 graduate hours in an approved

-6-
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training program leading toward certification in School

Psychology. Coursework included: “Ngfive American
Cultural Aspects «f Psychological Services," "Individual
Assessment," "Counseling and\Psyéﬁothe;apy," and "Assess-
ment of the Individual." ‘

During the fall of 1981, a practicum course in
psychological testing and counseling was offered on the
reservation. Practicum hours were also accummulated in
December and in the spring of 1982. |

During the summer of 1982, the following courses
were offered at Utah State University: "Diagnosis of
Reading Difficulties,” and "Theories of Learning." -
Arrangeiments have beem made for additional practicum
hours on the reservation for the fall of 1982 in addition
to 6 credit hours in Special Education.

Although this program has experienced some delay
due to difficu}ties of getting coursework approved and
offered on the reservation during the fall and spring
of 1981-82; for the most part the program has proceeded
smoothly and a= was planned. Complications that have
arisen have been overcome by obtaining scholarship
support from the tribal scholarship office. Each of
the Navajo candidates have been able to obtain scholar-
ship funding for both on-campus and on-reservaticn

coursework.
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Comments of the Navajo candidates in the program
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indicate that they felt the program has been an

g i

outstanding experience. They report that coursework
offered was substantive, with few instances of repetion
with toursework previously taken. Most of the Navajo
school psychology candidates were very positive about

the program and the quslity of instruction.
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Faculty members involved in the Project indicated

that the Navajo school psychology students were ambitious
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and hard-working graduate student candidates. The
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only systemztic weakness indicated was in writ’ and
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research skills. Willingness to work and commitment
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to the program was rated as outstanding by instructors.

The number of candidates in the program is higher than
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was anticipated. Retention of those initially entering

in the program has been 90 percent.

Objective C--Navajo Parent Training Component

Activities and Accomplishments

The third objective was to design and provide training
to parents of handicapped children. Such training was to
be provided in their native language and to address their
rights under Public Law 94-142. The purpose of this
objective was to improve the awareness and understanding
of Navajo parents of handicapped children to the point
that they could play a more meaningful role and make

aprropriate decisions regarding the education of their

260




children.

The activities undertaken consisted of developing
parent training materials in the Navajo language and to
train parents to more effectively serve as partners ani
advocates for the handicapped on the reservation.

During the past year, group workshops have been
held periodically, but most of the training has been
pursued on a one-to-one consulting basis. Parent training
activities have been undertaken in conjunction with the
Dine' Association for Handicapped Citizens.

Bfforts to accomplish Objective C have been hampered
by difficulties, including problems of transportation,
complications of the language barrier, and difficulties of
translating legal terms and concepts in English into
understandable Navajo.

In addition to advocacy training and organization
activities of the Navajo parents of handicapped children,
this component has had as a major objective, the prepara-
tion of curriculum materials designed to address six major
areas:

1. Legal rights and responsibilities

2. Normal growth and development

3. Cause and prevention

4, Treatment and services

5. Parent role and participation

6. Funding sources

The activities and procedures outlined in the applica-
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vion for developing these curriculum materials involved a
series of steps:
1. Collection of existing materials

2. Adaptation of existing materials
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3. Translation of appropriate sections
4. Field testing of parent materials by individual

contacts in the different groups
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S. Further revisions

Although all of the materials have not been completed

o
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in final form at this point, the training sessions have

been conducted and materials accumulated and utilized,
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revised, and adapted repeatedly.
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In March the U.S. Department of Education submitted

a letter to the project director indicating that approxi-

N el b e

mately 48.5 percent of their funding would be terminated
this year. In consultatiun with the project staff and

the Director of the Dine' Center, it was determined that

the parent training program would have tc receive a signi-

ficant amount of that reduction in support. As an

alternative, the project has initiated efforts with the

Headstart program (NHS) to incorporate the parent training

into their parent training program. This would permit

the completion of these units, further field testing,

and a network in which they could be effactively utilized.

Since partial funding has been restored through supplemental

appropriations, activities in this area are now receiving

new emphasis,




Additional Resources in Bilingual Special Education

In addition to public school programs and teacher
training programs, there are several other resources
available that are contributing to the overall effort
of bilingual special education. These resources are
for the most part federally funded. However, some are
state funded and some additional resources are avail-
able through professional organizations,

Among the federally funded programs that are
addressing bilingual special education, the following
projects are of special importance:

The National Clearinghouse for Bilingual
Education (NCBF)

This project was established in 1977 through
Title VII of the Elementary and Secondary Education
Act (ESEA). It functions as a national information
center for bilingual education. 1Its primary purpose
is to answer questions from students, parents and pro-
fessionals regarding all aspects of bilingual education.

The current project brochure describes the six different

types of services the NCBE provides, as follows:
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Toll-free hot line: (800) 336-4560. ' Trained

teams of information specialists will answer queries
or send responses to questions.

Information resources. NCBE identifies and

maintains current information about organizations
which are involved in bilingual education, including
government agencies, Title VII projects, publishers,
professional organizations, and other information
clearinghouses.

Information products. Each year the Clearing-

house commissions and publishes a series of informa-
tion analysis products which address the specific

needs of the bilingual education field. Well-~

known and highly respected authors address critical
topics, providing new insight about issues of particu-
lar concern. A list of NCBE publications is avail-
able upon request. FORUM, the monthly newsletter, con-
tains current news articles and items concerning
bilingual education; it is distributed at no eharge.

Informaticn processing. To manage the current

information explosion in bilingual education, the
Clearinghouse is creating a computerized information
database designed to provide replies to queries, refer-
ral to primary sources, or particular kinds of biblio-

graphic references. The goal is to develop and maintain

' <264

N
-1 5% S

X vt




a complete and up-to-date record of information rele-
vant to bilingual education.

On-line search services. Limited on-line search

services aré available free of charge. NCBE has
access to many databases which are searched for infor-
mation on bilingual education and related topics.

Call or write for a search request form.

Field representatives. NCBE field representa-

tives, working in cooperation with selected Bilingual
Education Service Centers, provide direct services to
meet regional needs. .
Specifically with regard to bilingual special
education, the Clearinghouse has produced some valuable
bibliographies, literature searches and a special pub-
lication entitled "Special Education Needs in Bilingual

Programs,"” by Victoria Bergin.

Bilingual Education Service Centers (BESC)

Another important resource, particularly in the
area of in-service training, is the national network
of Bilingual Education Service Centers (BESC's). There
are nineteen of these Centers located in virtually
every region of the country. Although they focus their
training primarily on the personnel who work in bilin-
gual programs at the local level, they do include train-
ing related to bilingual special education. Three
such BESC's are in Seattle, Washington (BESCAN):;
Miami, Florida (SABES); and Boulder, Colorado (BUENO).
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LAU Centers

Shortly after the unanimous U.S. Supreme Court

decision in Lau vs. Nichols in 1974, the'federal

government, through the Emergency School Assistance

Act (ESAA), established a national network of desegre-

gation assistance centers for national origin. The

major goal of these nine centers is to aid public

schools in resolving desegregation problems directly

related to the linguistic and academic needs of national

origin minority students. The objectives of these

LAU Centers are to provide school districts with assis-

tance in the:

1. Development of bilingual desegregation Lau

plaiis;

2. Improvement of language a;sessment and
diagnostic techniques used by districts
relative to language proficiency;

3. Evaluation and selection of curriculum

materials relevant to their instructional

needs;

4. Development of instructional approaches
to alleviate problems related to meeting
the needs of Limited English Proficient

students;
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Implementation of administrative organi-

zational techniques relevant to the allevi-

ation of problems related to meeting. the
needs of Limited English Proficient stu-~
dents;

6. Improvement of community relations and
services in order to alleviate problems
related to meeting the needs of Limited
English Proficient students; and

7. Response to other areas related to bilingual
desegregation, as determined by individual
school districts.

The LAU Centers are responsible for helping
school districts under their jurisdiction to meet the
needs of all LEP :students, including the handicapped.
Because of this, the Centers do engage in training
and technical assistance related to bilinguval special
education.

The BUENO Multicultural Special Education
Project (BUENO-MUSEPQ

This project is funded through the Division
of Personnel Preparation (DPP) of the Office of Special
Education of the U.S. Department of Education. It is
designed to create a cooperative training and technical

assistance network, the Multicultural Special Education
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Network (MUSEN), in the Western region for bilingual

special education teacher training personnel. The

participants in this project are approximately thirty

DPP-funded bilingual special education-related projects °

in the Western region. Located at the University of
Colorado, the project's four immediate goals are:

l. To provide intensive short-term training
institutes for staff members of multi-
cultural and bilingual special education
teacher training projects in the Western
region.

To provide technical assistance to the
multicultural and bilingual special educa-
tion teacher training project staff in the
Western region.

To conduct applied research in the area

of bilingual special education and to
disseminate findings to special education
teacher educators in the Western region.
To establish an inter~ and intra-regional
network of teacher trainers for bilingual

special education.

Project REACHH

Funded by the Office of Special Education of
the U.S. Department of Education, this is a project

of the research division uf the Latino Institute,
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Reston, Virginia. The wajor objective of this p¥oject

is to produce a state-of-the-art monograph publication
on tge education of Hispanic handicapped children.

The monograph focuses on identirication and referral,
evaluation and placement, programs and services, and
information gaps and recommendations for fufure research.

The Bilingual Special Education Curriculum
Materials Project

This is another project funded by the Office
of Special Education of the U.S. Department of Educa-
tion. The overall objective of this project is to
identify and disseminate information about curricula
that have been developed for Limited English Proficient
handicapped children from Asian and Hispanic backgrounds.
A resource gﬁide is being produced, which includes
a descriptive analysis of such materials for the use
of special education professionals nationwide. The
program is located at San Diego State University in

California.

State~Funded Resources

The state of Massachusetts was the first state
in the country to pass bilingual education legislation
in 1973. It has also provided leadership in bilingual

special education. In 1977 the Massachusetts Department
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of Education funded a project called the Bilingual N

Special Education Project (BISEP). The title was

s
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reccently changed to the Bilingual Multicultural

Special Education Project (BMSEP). The effort has
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been part of the state's Special Education division.
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The objectives of the project are as follows:
1. To identify the populations to be served;

2. To identify the programs necessary to service

1
kA Yom

language minority/special education students
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with disabilities;

3. To define personnel needs‘for the develop- £
ment and implementation of programs;

4. To identify oﬁgoing model bilingual/special
education programs and resource personnel
inside and outside the local educational
systems;

5. To establish a statewide bilingual special
education advisory task force;

6. To identify available assessment and

special teaching materials for use with
potential language minority special educa-
tion students;

7. To establish a central office resouvrce
center for information on testing
materials and techniques, resource person-
nel and resource agencies to be integrated

with regional centers; and
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8. To develop a statewide dissemination plan

for sharing expertise and materials.

These objectives were met through regional work-
shops, a statewide conference, the establishment of
a bilingual ciearinghouse, a Bilingual Resource Direc~
tory, advocacy efforts, graduate training programs,
and implementation of an interdisciplinary building
team model.l This project continues to provide in-
service training for school districtlpérsonnel through~
out the state. A newsletter is disseminated to prac-
titoners on a regular basis. In addition to the
other publicstions listed above, the project has also
completed a report on testing procedures for the bi-
lingual handicapped child, as well as publication on
model bilingual multicultural teacher training programs
within the state. Another important event sponsored
by the project is an annual mini-fair where teachers
can exchange ideas, materials and techniques for
working with the LEP. handicapped student.

The state of Illinois has also addressed the
needs of the LEP handicapped by establishing a state
Resource Center for exceptional bilingual children.
This center is located in Arlington Heights, Illinois,

and provides a variety of services for school districts
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and educational personnel who serve the LEP handicapped.
The Center has produced several bibliographies, includ-
ing one on bilingual special education assessment
inst£uments and one on normal and abnormal language
development of second language learners. This Center
maintains a very comprehensive library with many

entries related to bilingual special education.

Another very important dimension of the Illinois
Center is its training and technical assistance func-
tion. Several workshops and courses are offered to
teachers, administrators and other educational person-
nel who work with LEP handicapped students.

The state of California has also established a
state level resource called the Special Education
Resource Network (SERN). This is an in-service train-
ing effort funded through the Office of Special Educa-
tion of the U.S. Department of Education. The project
is involved in the training of teachers and other
auxiliary personnel who work with LEP handicapped chil-
dren. Included in the project's activities are the
development of several bilingual education training
‘modules.

In addition to the SERN project, the California
State Department Special Education Division has also
published a number of excellent research reports

related to bilingual special education. Another very
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resourceful activity is the Second Language Summer
Institute, which trains assessment personnel, resource
specialists, bilingual teachers and speech pathologists
in tﬂé learning of a second language as well as in

better techniques for serving the LEP handicapped

students of the state.

Other Resources Available through
Professional Organizations

The Council for Exceptional Children (CEC),
Reston, Virginia, has provided strong professional
leadership in bilingual special education for over
ten yYears. Some of CED's more notable activities
in this regard include national topical conferences,
'such as the 1973 institute and conference on Cultural
Diversity and the Exceptional Child. A key confererce
was the 1981 New Orleans Conference on the Bilingual
Exceptional Child, sponsored by CEC. Also of particu-
lar significance was the 1982 Phoenix Bilingual Special
Education Training Institute. The CEC continues to
sponsor these conferences.

CED has also provided valuable information on
bilingual special education through their various publi-
cation efforts, which have included svecial reports,
monographs and numerous journal :zrticles.

The ERIC Clearinghouse on Handicapped and Gifted
Children has also disseminated numerous reports and

articles related to bilingual special education.

— v a4 e B - -- —— F——

LTI




12

The principal driving force behind much of the
above-mentioned activities has come from the efforts
of the various CED minority caucuses in Eogperation
with the CED Office of Minority Concerns. Through this
cooperative effort, CEC has established itself as a
strong advocate of bilingual special education.

Another professional organization that has
begun to advocate visibly for improved services for
bilinjual exceptional children is the American Speech,
Language and Hearing Association (ASHA). ASHA has
made a concerted effort to highlight issues related
to bilingualism in their professional ‘ournal. A
bilingual services manual and brochure have also been
produced. The organization's Office of Minority Con-
cerns is very active in advocating improved services
for LEP students. A significant projec* initiated
by ASHA is the bilingual speech pathology and audiology
in-service training project. It is called the Bilingual
Language Learning Service (BLLS).

This project has been designed as a national
coordinated effort to meet this need and to improve
the availability and quality of speech-language pathoiogy
and audiology services rendered to bilingual/bicultural

Spanish/English children. Funded by the 0Office of

Special Education, U.S. Department of Education, the
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BLLS project is intended to provide a series of 56 in-

a b P ek

service training institutes during the second and
third years of the:project in the eight states, with

the largest Hispanic populations: Arizona, California, -
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Colorado, Florida, Illinois, New Mexico, New York, and

Texas. The second year institutes are intended for

Hispanic bilingual and bicultural speech-language
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pathologists, audiologists, special and regular educat-
ors, psychologists, and social workers. The third
year institutes will be designed for monolingual pro-

fessionals. The BLLS institutes will discuss how the
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bilingual child may be evaluated appropriately and
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treated effectively and how the speech-language
pathologist and audiologist may interact with other
professionals concerned with the educational well-being
of the child.

As a result of BLLS trz2ining, it is anticipated
that more speech-language pathologists and audiologists

will provide improved services to bilingual/bicultural

communicatively handicapped children. Greater consul-

tative services will then be available to special

and regular educators and these professionals will
better understand contributions that communication dis-
orders specialists ca:s provide. It is anticipated
that, as a direct result of the project, educational

services to 98,000 bilingual/bicultura. .i...ted English
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Proficient children will be improved through the train-

ing of 1,960 speech-language pathologists and audiolo-

MRS

gists in the Bilingual Language Learning System.
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Progress Reports

Alfonso Prieto, Arizona State University

Our M.A. and Ph.D. programs are continuing. We have started bilingual
special education course work and have cross-listed them. An Arizona
State Department bilingual endorésement on the special education certi-
ficate is being negotiated, and will require a language proficiency
exam plus course work. We have some problems in the recruitment of
students.

Alba Oétiz, University of Texas, Austin

We have both on and off on-campus B.A., M.A. and Ph.D. program.
Funding is from both Title VII and the Office of Special Education.
OQur training is in depth and intensive, so before we agree to provide
inservice training we expect a long term commitment. We served 600
people in intensive inservices last year, and are serving 810

this year. Student recruitment is a problem for us as for others.

We are infusing vilingual education and second language aquisition
apprcaches into special courses.

Eloy Gonzales, University of New Mexico

Students are recruited from the B.A. bilingual education program into
the graduate special education program. This year we

«will graduate our first Ph.D., Janice Chavez, and have 6 in progress at
the Ph.D. level. There have been 20 M.A. bilingual special education
graduates so far. We need to recruit 2 doctoral students.

Jim Yates, University of Hawaii

Our program includes pre-service, inservice, and retraining. We address

the needs of the 6 major language groups in Hawaii (25 in the Pacific
Basin). We have 54 undergraduates, and do a fair amount of inservice

and technical assistance for schcol districts. The state department
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of education supports 30 workshops for Samoa and the Pacific. We

have helped University of Guam work on a program for education of the

deaf in Micronesia.

Barbara Poera,_University of Texas, Austin

Speech pathology is our area of specialization, This 1s our second ;
year of operation. Last year we conducted faculty inservice, and believe
that staff support is very important. We are attempting to solidify

and integrate both our academic and practicum experiences. We hope

to establish a gtate wide advisory board and conduct a summer insti-

tute next year. We are concerned about the fluctuation in funding for

o e e s

bilingual special education program.

Judd Cunningham, Navajo Community College

In 1978 we established the Human Development Center for Developmental
Disabilities,. Our program is as a university affiliated facility;

our support personnel training program is in i:s 3rd year of operation.
We recruit Navajo trainees in physical therapy, occupational therapy,
and speech pathology with some success. There are 14 students currently
in the program. The M.A. program is field based through Utah

State University. The summer program uses adjunct faculty. We are
also working on raising the awareness of Navajo parents regarding

the special needs of their handicapped children. We believe the

field based approach is very necessary.

Joe Pearson, Navajo Tribe

Our teacher-training project offers an M.A. and certificate in Special
Education. It is field based through the University of Northern Arizona.
OQur campus covers 24,000 square miles. Faculty are brought in one
evening a week. ihere are currently 7 M.A. candidates who will com-

plete their degrees this suammer. We also have an undergraduate program

230
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with University of Arizona. There are 14 students in this program but
it is not as successful of the M.A. program.

Pam Young, Fort Lewis College (for Linda Sirmons)

We are ﬁ?ing an infusion approach in response to the NCATE standards
for multicultural education. We are doing this through a Deans Grant
and by visiting classes and making recommendations for infusion.

Lewis Apetkar, University of Texas, El Paso

We are on the 3rd year of our project. We have adopted a training

model to prepare bilingual special educators. We have identified
Master teachers in the public schools who participate in our workshops.

The Master teachers become models for the undergraduates. They also help

the local education agencies with workshops on bilingual special educatiom.

Courses are a mix of special education and bilingual education.

We have a strong parent training and advisory component. An important

outcome of this is the strengthening of our undergraduate program.

Manuela Juarez, Texas Christian Univeisity

This is our 4th year of preparing bilingual specialists for the language

impaired. We use a pragmatie and naturalisti: speech appr.ach,all in

Spanish. ' We beliave-in+a natural context for teaching language and

work with about 200 subjects each year. We promote a way of diagnosis

which doesn't utilize formal tests. We have 8 to 10 students in our pro-
gram each year and have not had too many difficulties in recruitment thus

far. We are concerned about the institutionalization of our program.

Elsa Brizzi, Los Angeles County Schools

The LA County School system is made up of 95 school districts with

over 50% minority/bilingual population. Our bilingual special educa-

tion teacher training is through California State University. The

language groups invelved are Spanish, Chinese, and Korean. We have
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also produced a resource guide for teachers and aides working together
with minority children. This cuts across specialty lines, i.e. covers
special education, bilingual education, 'and' all grade levels. We are
also working on a.career<ladder and involving parents and community
members.

Bill Schinder, San Antonio Community College

In 1978 we received a grant from Vocational Education. Our program
emphasis is preparing bilingual paraprofessionals working with speech
pathologists. We currently have 123 students and have 19 bilingual
therapy aides under the direction of speech therapists. We have
jeveloped special training materials with lower readability levels
without diminishing content. The reading level increases throughout
the materials. Our program is going to be replicated throughout the
state. We are concerned about the transferability of our courses to IHE's
and the certification of our paraprofessionals through Human Service
agencies.

Ed Garett, New Mexico State University

We offer an M.A. in Speech and Language Pathology and Audiology. We
have always been committed to bilingualism,and many years ago instituted
a course in this area. We also have scattered pieces throughout the
program on communication disorders and bilingualism. The payoff is in
the practicum where students actually work with bilingual students.
Approximately 10 M.A.'s graduate each year. The public schools in

our area are involved with bilingual education. They are especially
concerned with the severely handicapped bilingual. We have 17 to 18
undergraduate Hispanics. One fourth of our graduate students are
Hispanic. We place graduates in rehabilitation centurs and early

childhood programs.
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14. Roberta Trujillo, New Mexico State University (for Stephen Stile)
Ours is a preservice- inservice training for educators of preschool
handicapped children. Our program is only for New Mexico early child-
hood educators.

15. Sherrie.Crysler, Central Washington Univetrsity :
We are training teachers in Spanish and preparing professionals and
paraprofessionals to work with handicapped children from migrant

families.
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Bilingual/Bicultural Speech-Language Pathology Project

The Program in Communication Disorders at The University of Texas at
Austin has begun its second year in offering graduate students ;n speech~-
language pathology the opportunity to specialize in bilingual speech-language
pathology.

The project is specifically designed for students who are planning to
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work with bilingual (Hispanic), communicatively disorderev individuals.
Students in this project will learn to:

1. Recognize the impact of cultural and socio-ecunomic differences

on the conmunication abilities of bilingual populations.
2. Identify, assess and remediate communication disorders in
bilingual populations.
3. Provide training to other personnel, thus increasing expertise 3
and resources available to serve this population.
An increase in student eriollment by 68% from 1981 has occurred in the
project. This increase appears to be attributed largely to the availability
of student stipends. Continuation of funding is vital for attracting
superior new students who must be willing to supplement the reguiar speech-
langquage pathology graduate degree with the: academic and clinical training
required for this specialization.
The major obstacle has been the irregularities in funding. As a
result, the following areas have been chosen as prioritv items for the
current funding year.
a. Establishing a permanent funding source for student support.
b. Solidifying the integration of academic and practicum

components of the project.




C.

d.

Forming a statewide advisory board. é
Establishing summer institute programs so that professionals

outside the Austin area can receive this type of training.
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BILINGUAL SPECIAL EDUCATION PROGRAM
UNIVERSITY OF NEW MEXICO

UPDATE

The Bilingual Special Education compcnent was in its third year cycle this
past year before meéeting with disaster and being cut completely. Up to this
past year we had trained 20 masters level special educators of which six had
likewise completed the Bilingual Diagnostician Program and are currently serving
in that capacity.

One out of the six doctoral level students has completed her program and is
currently completing her dissertation scheduled for completion this June, The X
others, two of which are currently funded through Title VII and still two years
from completion, and thkree attending part-time should be completed within the
next two years.

We are now in the process cf re-submitting a new grant and including a
bilingual diagnostic component to it since BEH did fund such a program this
past year.

We are likewige searching for an additional staff member who must be
either Mexican-American or Native American in order to strengthen the bilin-
gual component of our department,

Our department also reactivated our undergraduate program which had been
dropped some four years ago. The need for special education teachers, es-
pecially for bilingual special education teachers in this state has grown
considerably as demonstrated by pressures from throughout the state to re-
activate our undergrad program. This will be one of the greatest sources

of bilingual special educators at the graduate level since in the past
approximately one-half of these students have been from minority backgrounds.

I am actively recruiting two doctoral level students for the Fall '83
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semester to be funded under Title VII at the rate of $500.00 per month with

additional funds for books and professional activities,

Dr. ELOY GONZALES
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TRAINING MASTER TEACHERS AS ROLF MWELS
ROR
HISPANIC SPECIAL EIMICATORS

by

Lewis S. Aptekar, Ph.D.
Assistant Professor
Nepartment of Educational Psychology

The University of Texas at Fl1 Paso
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Training Master Teachers as Role Models
fer
Hispanic Special Fducators

With a population of almost 500,n0N F1 Paso is the fourth larpest city in

Texas, and the F1 Paso Independent School Nistrict (FPISD) is one of the state's
seven largest school districts. Among F1 Paso's unique features are its prox-
imity to the Mexican horder, and its high concentration of a Mexican-American
population.

It is five hundred miles to another Texas wmiversitv; within that distance
a million Spanish sepaking people’live. Seventy percent of the 1n3,n26 students
registered at the Region XIX Service Center are Hispanic; 11.95 percent of these
students receive special education, and 70 percent of those are Hispanic.

Because of this setting, and because the UhiversiQy of Texas at El1 Paso
(UTEP) is the only degree-granting and certifying institution in all of southwest
Texas, it is in a position to hecome a leader in training teachers for bilingual
populations.

Nver 2/3 of the special education students in Region XIX have linguistic
differences contribuiting to their demise in schosl. Fthnic and linguistic
minority children have traditionally heen neglected and poorly served despite the
spirit of the PL-94-142, As part of a programmatic effort to sumply services to
special children who speak English as a second language, 'TEP has estahblished a
bilingual/bicultural program, and a Special Fducation program with a hilingual-
bicultural emphasis, hoth programs are staffed with outstanding hilinpual peaple.

These programs develop hilingual/hicultural professionals who will he ahle
to identify, assess, and educate handicapped children and serve their parents,
The overall ohjective of the bilingual/hicultural special education professional

development effort is not to create a new field in special education or in




hilingual/hicultural education, but to integrate two fields that will overlap

when providing programs for ethnic-linguistic handicanped minorities.

There are two majior components of our preservice project at ITEP. One
is the productiop of hilingual Master special education teachers. These people
are chosen from a pool of certified special education teachers who are hilingual.
Then they are trained in our Mast=r Teacher Workshop, which is designed to
develop a field-based bilingual/hicultural, special education practicum for
teacher education students. Specifically, the course ohiectives to Master Teachers
Workshop are:

1. To present to special education teachers who are hilinpual various
educational, cultural, and linguistic information pertirent to the
hilingual special education child, and

2. To develop master teaching skills in the special education teachers

chosen for this project through instruction and supervised clinical

experiences.

Following achievment of these competencies, the Master Teachers are used as
supervisor's for the field placement experience of our pre-service students.

The second component of our program is pre-service education. Fifty percent
of the training is conducted in practicim. Students work under the direction of
Master Teachers who are supervised hy the director of the project. The students
work in pubhlic school classrooms with Spanish spealing students, the UTFP kinder-
garten which hilingual and special education students attend, and the Imiversity's
special education clinical center, which also provides on-site training experience
while servicing hilingual special education children.

The following competencies will he expected of the pre-service graduates:

1. The understanding and use of various educationa’ and curricular materials

appropriate to the bilingual special education chiid.




Development of teaching skills for the hilingual special child.

Students will have the ability to utilize the appropriate non-discriminatory
tests for the bilingual special education child,

Students will develop their own skills of task analysis of curriculum prohlems.
Students will understand and be able to manage various hehavioral prohlems of
the hilingual special education child.

Students will learn to understand the various role proups: teachers,
administrators, and parents, and how these role grouns function in the edu-

cational and social learning of the bilingual special education child.

ACONMPLISHMENTS TO DATE:

We have trained 25 Master Teachers who are working in five school districts,
in all areas of special education. Each year these teachers impact over 3nn
Spanich speaking students in special education.

We have conducted a workshop for the special education administrators of six
school districts, to teach them ahout the current laws and special needs of
hilingual special education students.

We have trained, in a specialized workshop, 25 nre-service teachers in
working with parents.

We hav. impacted the pre-service curricula for hilingual certificatic».

We have impacted the pre-service curricula for special education certification.
We have developed specialized materials appropriate for the hilingual special
education child.

We have published and presented appropriate resezrch articles.
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CHAPTER V

Curriculum and Instructional Methods
for Exceptional Rilingual Children

Alba A. Ortiz. Fh.D.
The University of Texas at Austin
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Both federal and state laws include safequards against
discriminatory practices in the provision of services for
handicapped bllingual students and help assure these
children receive appropriate educational opportunities.
Ferusal of literaiure associated with service delivery for
limited English proficient (LEP) populations highlights
that much attention has been focused on assessment and
pl acement practices, parental involvement, due process. and
s forth. Little attention has been givén specifically to
curricula, instructional methods. and the content and
processes { educational planning for students who meet
eligibility criteria for both special education and special
language programs.

Educators find themselves at a loss as to how to tailor
programs for handicapped LEF cstudents so they are
appropriate, not only 1in terms of specific handicapping
conditions, but also 1in terms of linguistic, cultural, and
other student background variables. The complexity of this
task has created reluctance on the part of schcol districts
to provide special eduation services for LEF populatiocns for
fear they will not be able to defend decisions made relative
to placement and educational services provided. On the
other hand, educational programs for students who are in
special education placements frequently fail to produce

expected results because they are not linguistically and

culturally relevant.




Recently, Chinn (197%a) conducted extensive searches of
literature associated with special curricula for exceptional
culturally different children. These searches failed to
vield curricula specifically designed for this population.
Fublications addressed strategies and approaches appropriate
to culturally duwverse children but were not unique tec
'exceptional children.

This paper agsain examines literature on curriculum and
instructional methods for handicapped bilingual children.
Five questions guided the literature review:

1. Is there research to support current practices in
special education service delivery for exceptional bilingual
populations™

2. Is there a need to develop new'curr1cu1a, methods,
and materials for handicapped bilingual chiidren?

3. Is there empirical evidence that indicates that
certain methods of instruction result in higher academic
achievement /performance tharm do others?

4, What instructional arrangements are now being
utilized for instruction of exceptional bilingual students?

S, Is there evidence favoring bilingual education
versus special education placement for handicapped bilingual
children?

In general, literature on curricuium and instruction

for e.:.eptional bilingual or 1limited English proficient

(LEF) students ccntinues to focus on student characteristics
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which affect school achievement and on comnetencies for
teachers who ser ve exceptional LEF students. When
recommendations for educational interventions are provided,
they are deduced from literature in related disciplines
such &s bilingual education or special education. There is
a paucity of research specific to curriculum and
instructional methods for linguistically diverse popul ations

with special education needs.

Cultural Relevance in Curriculum

Ferhaps the most common theme in literature addressing
the needs of minority students is that poor achievement can
be attributed to content, materials, and strategies which
are not culturally relevant (Ortiz, 1981; Almanza & Mosley,
19805 Chinn, 197%ai Plata, 197%; Rodriguez, Cole, Stile, &
Gallegos, 19793 Diggs. 197435 Jaramillo, 1974). School
programs continue to reflect a melting pot idealogy which
has as its basis a belief that pesple should strive to be as
similar as possible and that the norms for thinking and
behaving are embodied in the culture of the white middle
class (Jaramillo, 1974:; O .iz & Yates., in press). However,
significant factors wor k against the assimilation of
"visible" minorities whose traits make them eacily
recognizable by virtue of skin color, language. and/or other
unique cultural attributes. Members of the dominant society

perceive these individuals as differznt and, consequently.




deviant, to the extent that they question whether the group

is worthy of becoming a part of mainstream society. On the
other hand. ethnic groups share a deep commitment to
maintenance of their cultural heritage, thereby rejecting
the melting pot ideal. School programs operating under a
deficit meodel, in which differences are interpreted as
deficits, will 1likely have disproportionate numbers of
linguistically or culturally different students who
#perience school-related problems and become potential
candidates for special education. Because referral is
likely to result in placement, many normal minorities are
being served 1in special education programes, particularly in
language-related categories (Garcia, 1983; Maldonado., 1983;
Ortic & Yates, 1983). -

In recent years, there nas been increased awareness of
the contributions of diverse groups of immigrants to the
development of this society and a growing acceptance of the
concept of cultural pluralism. Instead of eliminating
cul tural differences. individuals are encouraged to share

customs, traditions, lifestyles, language, and other uniqgue

traits. Instructional programs based on & cultural
pluralism model are not designed to cocmpensate for
diversity but, ;ather, to enhance and enrich students®
experiences. School programs operating under this model

are less lilely to label minority children as hardicapped.

Frograms offered accomodate student differences ard thus




increase the likelihood that children will succeed ir school
and will not require remedial intervention.

While there is general agreement that adapting
curricula and materials to make them cultually relevant is a
step toward reducing the discrepancy between the
characteristics of the student and those of school programs,
there is disagreement about the nature of cultural
differences which must be considered, their distribution
within a given groups, and specifically how instruction
should be adapted to take these factors into account
(Henderson, 1980). 1Tn response to the obeervation that
stereotypes, omissions, and distortions of i1nformation sbout
ethnic or racial groups are common to school texts and
materials., it 1is recommended that ins£ructiona1 curricula
and materials be developed or adapted to incorporate the
history. heritage, traditions. and lifestyles of diverse
cul tural groups. However, when emphasis 1is given to
traditional aspects of culture, instructional materials may
inadver tantly reinforce the very stereotypes and
mi sperceptions educators wish to eliminate. Teachers and
other educators need to learn as much as possible about the
culture of students, acczpt differences, and create learning
environments and cu;ricula which are relevant to the studznt
and consistent with expectations and desires of parents,
community, and public policy (Flata. 1979). Careful study

of the 1idiosyncracies o’ ethnic groups. coupled with sound




special education techniques, provide a basic foundation for
meeting the needs of exceptional minorities (Chinm, 1979b).

Henderson (1980) provides an overview of basic concepts
related to cultural diversity and stereotypes associated
with cultural and social variables and their influence on
student performance. He concludes that the only variables
consistently related to achievement are: (a) level of
student involvement in academic tasks, (b) the nature of
teacher-pupil interactions, and (c) intsrnal perceptions of

control.

Locus_of_Control_ and_Learned_Helplessness

The concept of locus of control. originally formulated
by Rotter (1966), describes a person‘®s perceptions of the
relationship between actions and outcomes. "Internals"
telieve they are in control of their lives and that work and
effort will result in reward. “"Externals" believe outcomes
are determined by luck, chance, fate, o- powerful others who
control their destinies in random fashion. Locus of control
appears to be partially a function of socioeconomic status
as frequently poor or economically disadvantaged i1ndividuals
are likely to demonstrate characteristics of externals
(Vasquez, 19755 Hendercon, 1980; Ortiz & Yates. in press).

Vasque:z (1973 summarized literature on the

relat lonship of locus of control to student performance and
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described the effects of internality and externality on
school performance:

1. Self-reliance. Externals are dependent upon others

to assist with completion of assigned tasks. In classes :

where students are expected to work independently, externals

R

are at a disadvantage while internals are matched with the i
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structure of the independent classroom.
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. Level of aspiration. Internals are better able to
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plan and implemsnt strategies which vield desired outcomes,
thus enhancing the possibility of successful achievement.
Externals often fail to s=e the relationship between actions
and outcomes and therefore have a cendency to ignore
planning or strategizing.

-

3. Expectations of success. Internals attribute

succ=2ss to their own behavior, ability, skill, and effort.

They are able to change their behavior or level of effort

and to move actions in directions more likely to ensure
success, ‘Analysis of their own traits, abilities, and
attributes brings a closer congruence between goal
aspiration and goal attainment. On the other hand,
externals do not appear to profit from a particular
experience, even with feedback, as they do not use
analytical skills' to determine relaticnships between

behaviors and outcomes. 1In the classroom, the external is

less likely to profit from routine feedback and ordinary

reporting procedures. Without specification and direction




from teacher or peer, the external remains in the dark as to
the reasons for success or failure.

4. Achievement motivation. The eitternal individual is

often judged to be lacking in motivation or desire for

achievement . Intermal children are likely to have

Ll Rae v e e

externally visible desire for achievement and are more

.

likely to meet the aspirations and expectations of teachers.
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The perceived lack of motivation and effort of the
externally directed student will produce frustration and

irritation for the teacher who is likely to be internal.
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S. Intensity of work. Externals tend to be judged as

3
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conformist and willing to accept imposed structure whether
such structure produces rewards or reqative sanctions. Ego
strength is not 1nvolved as the extérnal individual is
unlilely to reflect upon experiences as either successful or
not successful.

6. Ferformance_under_skill_conditions. Internals are

challenged by, and approach logically, situations which
require display of skill. For example. in test—-taking. the
internal individual is 1likely to systematically analy:-e
differences in difficulty of items and to move to completion
of eacsier aitems first. The external individual, may

recognize differences 1n items, but begins with the first

item and works in sequence until time is exhausted or s/he

is frustrated.




An external orientation may have devastating effects
upon achievement of minority children. xternals will have
difficulty processing information and profiting from
instruction presented from a framework of independence and
intrinsic motivation. Additionally. thsy are unlikely to
analyze feedback accurately to determine how to change their
behavior to become more successful within the school system.
Insteads external children begin to perceive themselves as
helpless. unable to control what happens to them, and see
aversive situations as insurmountable. They fail to
perceive their own effort as an important cause of success
or failure. This soets into play teacher perceptions and
expectations which maintain the cycle of failure and
reinforce the learned helplessnezs (Henaerson, 1980) .

There is a striking parallel between the
characteristics of children with external locus of control
orientations and those attributes associated with 1learning
disabled students. Consequently, guidance 1is needed to
determine when children are edperiencing school-related
difficulties because of lack of compatibility between
teaching and learning styles or when such difficulties
would best be attributed to a handicapping condition.
Guidance is also neéded to help educators capture accurately
children®s cognitive styles in order to prevent the

stereotyping of children and to facilitate the selection of

appropriate interventions.
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Henderson (1980) suggests that teachers (a) provide

exxternal students with opportunities to set goals and to

help determine their own activities. Coagnitively oriented

attribution retraining and environmental control and
self-regulation programs can be used teach cause—-effect
relationships. Henderson stresses that children must
eyperience genuine feelings of personal successs and social
competence within the total school setting rather than only
in 1solated therapeutic or resource settings.

According to Feuerstein (1982), children from
economically, and psychologically, impoverished homes
function at a generally low 1level because they have been
denied appropriate mediated learning environments. His
Instrumental Enrichment (FIE) program {s designed to mediate
experiences by making the individual more receptive and
sensitive Lo internal and external sources of stimultion.
Feuerstein's approach 1is directed, not only at remediation
of specific behaviors and skills, but also at changing the
person’s manner of interacting with, «cting on, or
responding to sourceese of information. Tasks are structured
in such a way that they require the student to (a) use
higher mental processess: (b) develor intrinsic motivation
through formation ;f habitss and (c) contribute actively to
the organization, restructuring. discovery. and application
of produced relationsihips. In essence, what the student is

doing is learning to learn., The FIE has excellent potential
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to help children overcome learned helplessness and become

gffective learners.

Teacher expectations are the inferences or predictions
teachers make about the present and future academic
achievement and general classroom behavior of their pupils
(Good % Brophy, 1973). 1In a landmark longitudinal study
conducted by Fist (197Q0), the effects of teacher
expectations were dramatically illustrated. Specifically,
the effects of student characteristics on teacher-pupil
interaction patterns were documented.

Observational data (Rist, 1970) indicated that students
assigned to three groups were distinguishable on the basis
of at 1least four criteria: physical appearance. social
behavior, language used (standard English wversus Elack

dislect), and certain sociological characteristics known to

the teacher (size of family, parental income. etc.).
Di1fferential expectations for children were readily
manifested in the teacher’s behavior toward them. The

chiidren at table one (the neatest, cleanest children)
received preferential treatment. They were givern more
opportunities to answer gquestions and to interact with the
teacher. They were also rewarded with greater praise and

less criticism than children at the other tables. Students

seated at tables two and three received less contact with
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the teacher and, consequently, 1less instruction. Hence,
they were 1less involved in classroom activities. Rist
followed eighteen of these thirty children after they
entered the same first arade. Students in the low achieving
groups in kKindergarten {those seated at table three) were
retained in essentially the same position. Followup 1n
second grade demonstrated that children were maintained in
essentially the same grouping pattern.

Jackson and Cosca (1974) surveyed 494 classrooms
located in the southwestern United States and measured
whether the ethnicity of students influenced the quality and
guantity of teacher verbal interactions. In particular, the
possible disparity between Mexican American and Anglo
children was emphasized. The authors reborted that teachers
praised or encouraged Anglo students 35 percent more than
they did Mexican American children and accepted and used the
1deas of Anglo students 40 percent more often than they did
those of Mexican Americans. It was concluded that Mexican
American children received substantially fewer positive
interactions with their teachers.

When teachers hold positive perceptions and expections,
they provide increased quality of educational opportupity
{Good % BErophy, 1973). Individuals 1labeled underachievers
may become victims of lowered expectations for achievement
and these expectations may negatively effect instructional

opportunities. Conversely., as the quality of instruction is




diminished, over time, the quality of instruction alone
could explain differences in achievement levels of children.
Such a conclusion is significant given evidence which
indicates that minorities lag far behind their peers 1in
academic achievement (Brown, FRosen, Hill, & Clivas, 1980).

Research associated with teacher—-pupil interaction
patterns and teaching styles and behaviors has not routinely
included handicapped students, much less the handicapped LEF
child. The majority of studies of exceptional individuals
focus on the effects of the handicapping condition on
teacher perceptions, expectations, and interactions.
Research 1is needed to determinz the effects of differential
interaction and teaching style patterns on the achievement
of LEF populations, specifically focus1né on the interaction
effects of linguistic/cultural diversity and handicapping

conditions.

JTeaching_Styles_and_Behaviore

While much of the literature offers contradictory
findings associated with teacher behavior and teaching
styles. Silvernail (1979) was able to find specific support
for the following:

1. Time spent .on instruction is significantly related

to achievement rtor low socioeconomic status students.

P

R R (A R P



~

2. Task—oriented behavior correlates positively with

pupi1l learning and, consequently, can be viewed as part of

an effective teaching style.

3. Strategies which challenge students to do their

best and which encourage group membership and cohesiveness

will be particularly effective in promoting pupil

achievement. :

4, When classrouom interaction patterns indicate that B

pupilse have opportunities to express their ideas, and when

their 1deas are incorporated into learning activities,

pupils seem to learn more and to develop more positive

attitudes toward the teacher and learning.

=

Se Teaching styles which include qQuestioning behavior
are effective although there is littfe literature which
would support specific types of questions, patterns o#f
ashing questions., etc.

6. Introductory comments by teachers, reviews, and
presentations of content-relevant information are effective
in promoting learning.

7. Fositive comments encourage learning.

Studies of specific approaches to teaching (direct versus
indirect teaching styles: use of advance organizers, etc.)

are inconclusive. The optimal 1level for a particular

teaching style differs depending on the nature of the task.

time factors, teacher flexibility. etc.




Freliminary findings of the Significant Bilingual
Instructional Features study (Tikunoff. 1982) indicate that
teaching behaviors of bilingual education teachers compare
favorably with literature on effective instruction and
particualarly with studies which indicate that students make
the mest significant 1learning gains when they receive a
great deal of instruction from, &nd interaction with, the
t=acher. According to Tikunoff (198Z)., during effective
billingual instruction, teachers: (a) emphasize basic
skillss (b) communicate clearly and get students engaged in
task completions (c) monitor students® work and provide
freguent and immediate feedback:; (d) organize instructional
activities which create, reinforce. and communicate tasl: and
instructional demands; (2) mediate inskruction using both
English and the native 1language; (f) respond to «nd use
cultural cluess and (g) focus on developing students’ first
and second language skills. Under these conditions, LEF
students were successful in decoding and understanding tack
eipectations and new information, participated productively,

maintained engagement in tasks in order to complete them,

and Kknew how to obtain accurate feedbaclh. This was
evidenced by high academic learning time. the time a student
spends in a partiéular content area engaged in learning
tasks with a high degree of accuracy. Approximately 3/4 of

the time allocated to basic skille inst.'uction was deemed to

be academic learning time for LEFs (Tikunoff, 1982).
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Second_Laiguage_Acquisition

Children acquire, as opposed to learn, language by
understanding messages. not by focusine on the form or
anaylzing linguistic structures as 15 frequently done in
language teaching (Krashen, 1982). They understand language
that centains structures they do not know by wutilizing
context. extra-linguistic informatinn, and knowledge of the
world. Consequently, the more the children know about the
topic being discussed, the greater the likelihood that they

wili develop second language ckills.

While conscious learning of 1 anguage {e.q.
knowledge of rules) allows chiidren to monitor and to
correct their own utterances, the key +to language

acguisition is that students receive comprehensible input.
This input does not have to be grammatically sequenced. but
must be interesting, relevant, and provided in sufficient
guantity (Krashen. 1982). Several other factots affect the
language acqguisition process. The leswu anxious. more
motivated, more seli-confidert students experience greater
success in second language learning. Those students who do
not reject their own language and culture experience greater

success than do those who have negative attitudes toward

their own group (Gardner and Lamoert. 1972).




Based on their studies of second language acquisition,
Dulay. Buri, and Krashen (1982) provide the following
quidelines for teaching English as a second :anguage:

1. Maximize the student®s exposwre to natural
communication.

2. Focus on the message being conveyed, not the
linguistic form of the message.

3. Incorporate a silent period at the beginning of the
instructional program so that students will be able to
listen to the second 1language without being pressured to
speak it.

4. Encourage and create situations in which students

can interact with native speakers pf the language.

S. Use concrete referents to make the new language

understandable to beginning students.

6. Devise specific techniques to rela» students and to
protect their egos.

7. Learn the motivations of students and incorporate
these into lessons.

8. Create an atmosphere where students are not
embarrassed by their errors.

9. Do not refer to. or revert to, the student’s native
langquage when teac%ing the second language. To do so, may
create a situation in which the student. instead of focusing
attention on the second language, simply waits for the

teacher to repeat utterances in the native language. Under

N




these circumstances, motivation for second langquage learning
may be negatively affected.

According to Krashen (1982), language acquisition takes
pl ace best when input is provided that is: (a)
comprehensiblej (b) interesting and relevants (c) not
grammatically sequenceds and (4) provided in sufficient
quantity. He usee these criteria to evaluate methods for
language teaching. Audio-lingual, grammar—translation, and
cognitive code methods do not do an effective job of
encouraging subconscious language acquisition. Methods such
as total physical response (Asher, 1972). suggestopedia
(Bushman % Madsen, 1976), and the natural approach (Terrell,
1977) seem to be the most effective because they provide
more comprehensible input. -

There may be special circumstances under which these
variables outweigh the general rule that children must be
taught in a language they understand. For example, the
wicshes of parents who do not want their child to receive
native language instruction must be honored. As & guidinag
principle, however, Macauley (1980) offers sound advice:
"The golden rule 1is for everyone to be very cautious in
trying to change the course of & child®s linguistic
development. In ‘particular, if what adults are doing
appears to be making the child unhappy or reducing

thelamount of language produced, then there is something

wrong with that approach' (p. 58).
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Raca provides a historical overview of
litigation and 1legislation related to the education o+ LEF
children and establishes a strong case for bilingual
education as a sound instructiinal method for educating LEP
students. Studies cited indicate that bilinguals are
better able to deal with abstract aspects cf language, he-e
greater cognitive flovibility, and may have greater
linguistic sensitivity. Albert and Obler (1978) state that,
rather than being cognitively or academically impaired,
chidliren learning two languages may have skills superior to
those of monolinguals.

krashen (1982) also erxaminer alternatives for educating
limited English proficient students. Contrary to popular
belief., increased exposure to English does not improve or
hasten second language acquisition. Consequently,
submersion or "sink or swim" programs in which children are
simply placed in the same classroom with native Erglish
speakers and the regular curriculum is followed will not be
successful. Adding Enalish as £ Second Language
instruction to the submersion program will help but the most
effective program :1s one in which subject matter is taught
in the native language and & source of comprehensible
English imnput is provided. Cummins (1982) suggests that

bilingual instruction is more =2ffective than English only




instruction in promoting English academic skills and that
native language skills can be developed without negative
repercussions for the learning of English. As & matter of
fact, the «child’s proficiency in his/her native lanquage
determines the level of success in learning English.
Children who are proficient in their native language will be
more successful in learning English than will students who
lack proficiercy in the primary language.

A common misconception is that handic pped children who
have limited Englisih proficiency, or who are bilingual,
should be taught in English. Educetors reason that that if
exceptional children have difficulty developing 1language
skills, they will require more time than otheres to master a
language and will be confused by biling;al instruction. It
is thought to be in the best interest of students to provide
instruction in one language and the choice is usually
English, the language of the larger society (Ortiz, in
press). Yet for many children, such reasoning ignores a
critical variable: the learner’s ability to understand what
iz presented is the basis for most learning (Macauley,
1980).

There is little empirical evidence on the effizacy of
native language in;truction or bitirgual instruction with
handicapped LEF students. For the most part, support for
this approach 1is found in reports of federally fundea

programs serving linguistically different students with
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special education needs. The exact nature of linguistic

i

o

interventions are rarely specified. Several studies

o
7
el
4

document student improvement or gains in achievement as a

SR

result of native language, English as a Second Language, or

bilingual education strategies with handicapped LEF

AR

studenvs:

St

- 1. Askins (1978) found that students involved in the

-5
2%
s

Responsive Environment Early Education Frogram (REEEF) made
i significant gains in language development in English and in

Spanish and in school readiness. Sixty percent of the

students scored better than estimated/expected on a test of

Englishs forty percent scored better than estimated/expected

g,
5

on a test of Spanish.

. SR 150 - ) Sy
kN A e B30 %

2. In a study of intellectually and physically

- Acsflon

handicapped children, Sanua (1976) found that 78% of the
subjects showed progress in reading and 74% showed gains in

self-concept when instruction was conducted bilingually.

R R A LR T

-

Z. Baca (1974) <found that informal and structured

L age W v

bilingual interventions resulted in improvement of attitudes

and achievement among 15 mildly handicapped students.

AuEaAT e MY

4. Weiss (1980) found dramatic language related

A

learning improvement among 3-S5 vyear old handicapped childen

>4 e2i

participating in the INreal REactive Language (INREAL)
program. Longitudinal data showed that students who had \
participated in the project had less need for followup

remedial services and fewer grade retentions.
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S. McConnell (1981) describes the use of ?i
Individualized Bilingual Instruction (IRI). Academic areas
and oral language were taught in English and in Spanish.
Gains for both high and 1low ability children were
educationally and statistically significant.

6. Observations, interviews with participating =

3 :E?Q;"vﬂ

K2
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i

teachers, and data from a survey questionnaire (Muller,

o
o
e

-

1975 indicated that, by wusing a bilingual approach,

Sx.
e

bilingual mentally retarded students were able to improve
communication skills, develop better teacher/student A
rapport, and through individualization were able to improve
study skills. }

Although there are many questions regarding bilingual
development to be resolved by future reséarch, it seems that
bilingual proficiency is not beyond the capabiity of
tandicapped children. A policy of single language ;
instruction may ignore linguistic skilis which are important %
to the child and to his/her community (Greenlee, 1981).

Research is needed to provide a framework for choosing §
the language of instruction for handicapped LEF students. %
Johnson and kKrug (1980) suggest that adequate instruments
and models have yet to be developed to capture the complex
relationship betweén first and second language acquisition
or to describe the relationship between variables such as

attitude=s and motivations of second language leaners to

attained language proficiency. The task of sorting out




these relationships becomes even more complex with the
addition of the variable of handicapping condition.
Nonetheless careful consideration must be given to factors
which might influence the child’s performance and affect
language choice, including (a) parent choice or preference;
(b)student choice or preference; (c) student age3 {(d) length
of time in this country; (e) type and severity of
handicapping conditionj (f) language aptitude; (g) general
intellectual abilitiess (h) motivations (i) attitudes toward
speakers of English and toward instruction in English or the
other language; (j) time allocated to 1anguage teaching and
to instructional taskss (1) performance or progress as a
result of instruction in a given language; and (m)
availability of bilingual personnel. .

Because of the multiplicity of variables which must
be considerad in choosing the language of instruction, a
signficant contribution to the field would be the
development of a framework for weighting these variables in
decision—-making. Secada (in press) offers a framework for
choosing the language of instruction for hearing impaired
Hispanics which includes the major options available for
limited English proficient students (use of English or the
native language 'oély; use of two languages, the native
language and ESL: exclusive use of the native langage) and

the major program options for the hearing impaired

(exclusive use of oral English; a mixture of oral and manual
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communications exclusive use of the manual mode). By
increasing program options, students might, for example,
receive content instruction in the native language. English
as a sgwsecond language training to enhance transfer of oral
skills from the native language to English, as well as
training in total communication to facilitate mainstreaming.
Secada cautions that programs that develop English oral or
sign skills to the exclusion of students®™ home language
risk confusing and alienating them from their community. He
also states that his framework is a first attempt to address
the question, "Under what conditions should what language be
used in educating a specific kind of hearing impaired
student from a specific kind of non-English speaking home?"
(p.13). The same question must be asked. for all categories

of handicapping conditions.

Educational Implications of Hemispheric Research

otvdies of cerebral organization for language suggest
that 1language 1is organized in the brain of bilingual
individuals in a manner that is different from that of
monolinguals. Research with monolingual subjects has
indicated that the left hemisphere is dominant for language
in most individuals; studies of bilinguals suggest that the

right hemisphere plays a major role in the learning of a

second language (Albert % Obler, 1978). Early emphasis on
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one hemisphere can possibly lead to permanent cognitive
deficits.

Rubenzer (1980) suggests that, instead of focusing
on improving curricula, emphasis should be given to
increasing students receptivity (meta-skills) to learning
experiences and materials. In the classroom, balanced
approaches to teaching should be utilized, teaching toward
both the left and the right hemispheres. While the brain is
"bifunctional", the most productive and creative
intellectual functioning is theorized to occur when there is
tooperation between hemispheres. Educational experiences
specifically designed to enhance right brain processing also
improve performance on left hemisphere tasks. Shifts in the
guality and focus of attention can be Eonsciously elicited
and the most advantageous cognitive and affective modes can
be consciously attained apropo to the stage of problem
solving at hand. Fatterns found to best facilitate problem

solving can then be practiced.

Coordination Eetween Eilingual and_Special Education
There are many similarities between the procedures used

by bilingual education and by special education in designing

educational programs for eligible students. Despite this,

ther> is 1little evidence of interface and interaction
between these complementary disciplines. Given the

complexity of the task of educating handicapped LEF




students, there are several areas in which coordination
could improve service delivery for this population (Ortiz,

1983).

Decision-making committees. Froviding appropriate

services for LEFF students requires (a) prevention of
inaccurate classification of students as handicapped and,
(b) for those students who are indeed handicapped, provision
of educational interventions which are appropriate given
1l anguage, culture, socioeconomic status, and other
background characteristics. Special educa*ion committees
should include individuals who are able to distinguish
lingusitic, cultural, and other student differences from
handicappping conditions or should have access to someone
with such expertise. ]

It may be more helpful, as well as cost-effective, to
combine special education and bilingual education committees
which make identification, placement, or service delivery
decisions related to LEF students. In the referral process,
for example, data collected by special language program
personnel (e.g., teacher observations, grades, achievment
test results, etc.) a-e very similar to that collected by
special education personnel. For LEP students being
considered for speéial education placement, joint meetings
would assure the presence of a bilingual eductor or ESL

specilist who could assist in interpretation of data and who

could compare student performance in both the native
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language and tnglish. Such interpretation is critical in
that the team must document that the handicapping condition
exists in the native language and not just in English.
Additionally, tilingual personnel could be of great
assistance in facilitating parental involvement in committee
deliberations and decisions about their child®s program.
Assessment . Because of the critical shortage of
bilingual psychologists and diagnosticians, assessment of
LEF students continues to be a major obstacle to appropriate
identification and placement of handicapped bilingual
students. Until such personnel are available, it will be
important to solicit assistance from bilingual educators in
order to provide native language assessments and to increase
the likelihood of accurate diagnoses. éilingual educators,
appropriately trained, for example, could be effective
interpreters in testing situations. Froblems inherent in
using interpreters, of course, must be recognized and
specifically communicated to recipients of assessment data.
Bilingual educators can also provide comprehensive
assessments of learning competencies observed or assessed
informally both in English and in the native language. It
is this type of da*a that is critical to the develcpment of

individual education plans.
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Adelman (197Q0) suggests a two step process for
educating students experiencing achievement problems. The
first step is to personalize the instructional environment
={a] compatibility between student characteristics and
teaching/learning styles is attained. The second step
requires that instruction be carefully sequenced in such a
way that the student is ready to learn content or concepts

presented.

FPersonalizing_Instruction. In Figure 1, Lerman and
Cortez (1978) provide a comprehensive model for discovering
and meeting the needs of handicapped children from dual
language backgrounds. While this model is specific to the
hearing impaired, the variables consid:zred are generally
applicable to all categories of handicapping condition and
provide an excellent framework for personalizing

instruction.

Insert Figure_ 1 About Here.

Lerman and Cortez (1978) provide a detailed discussion
of important areas to consider in assuring that educational
pPrograms are appropriate for the a child, not only in terms
of his/her handicapping condition but also in terms of
language, cultural, and other background variables. These

areas include the following:
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II.

III.

IV-

Language status of the child

A. Language used by the child

E. Child’s mode of communication in language(s)
used.

C. Competence in languages(s) and modes

Social-emotional status of the child (e.g., social

interaction, success, school adjustment)

Culture

A. Background and family (e.g., identification
with national origin, status in country of
origin)

B. Factors affecting parents’ functioning with the
child (e.g., roles, discipline)

Home Language Environment .

A. Fatterns of communication in the family
(e.g., competence, language used with child,
amount of communication, attitudes toward
learning English)

B. Avenues of communication in the home

C. Patterns of residence (e.g., travel between
U.S8. and native country)

D. Language of materials in the home

Home Envi;onment

A. Description ot family members {e.g., general
characteristics, major caregivers, parent’s

education, place of birth or childhood)
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B. Patterns of residence

C. Economic factors

D. Neighbtorhood

E. The family and institutions (e.g.., contacis.,
use)

VI. School Environmant

A. Patterns of School Enrollment (e.g.., number of
vyears in school., where, attendance)

B. School’s accomodatior of bilingual or LEP
children and familiegs (e.g., percentage of
in the school, number nf biligual personnel,
school language programs)

C. Teacher’®s relationship with the child

VIi. Handicapping condition \
A. BGeneral consideration {(e.g.. etiology. age of

onset)

DY
.

Role of parents (e.g., initial reactions,
present attitudes)

Adelman (1970) suggests that children experiencing
failure should be provided an instructiona’ program in which
curriculum, strategies, material, and so forth, are selected
to match the student®s learning style. The greater the
teacher’s skill in personalizing instruction, the fewer

number of children likely to exhibit problems which require

extensive adaptation, referral or programming by the school.
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§
Segquencing_Instruction. Adelman suggests that e
instruction be sequenced as follows: Q%
1. If the child fails to learn concepts, skills, or ;é
i subjects presented, these should be retaught using ﬁf
&k
significantly different strategies. For example, if reading \%
7, is taught wusing a phonics approach and the child does not §§
learn via this method. other approaches {(e.g., sight word, :
linguistic, language experience., etc.) should be tried. The
child®s problems may be the result of incompatibility ﬁé
between teaching and learning style. %g
2. If the instructional strategies are cﬁanged, but IE

:\’: . é'

, .y A
v VS ki St By STl enp R a3

the child is still experiencing difficultyv, the focus of

o

attention should shift to teacning skills prerequisite to
the attainment of instructional goals. }he learning process
will bhe frustrated unless tasks have been analyzerd in terms
of demands on the child for performance and skills necessary
for successful task completion.

z. I+ personalizing the environment, reteaching
subjects or concepts., or providing prerequisite skills do
not improve performance, then it is likely that the child is
handicapped. The teacher at this point moves to the third
level of instructional focus., remediation of interfering or
underlvying deficité which interfere with school learning.
The teacher should use a variety of approacheas which

capitalize on the child's strengths and abilities.

Approaches used must be sinnificantly different from those

325




which have already been demonstrated not to meet the child’s
needs. Specialized procedurees not available under ordinary
circumstances should be utilized (e.g.. multisensory
approaches, specialized or adaptive equipment, etc.).
Regardless of the methods or procedures selected, an
overriding concern is that they also be appropriate given
student characteristics (language, culture, socioeconomic
status, etc.)

Using Adelman’s intervention model has specific
advantages for language minority students. There is
assurance that the =»nviroament has been personalized making
it more 1likely that the child will not be inapprepriately
referred to special eduation on the basis of learning
problzms which could best be attriguted to failure to
accomodate individual differences. The seguence of
instructicn assures that a variety of instructional
cstrategies and procedures are used to improve performance
before a referral to special education is made. If a
referral is made, documentation of interventions,
strategies, and materials which have already been tried
provide valuable data, not only for assessment purposes, but
also for developement of an individual education plan if the
child eligible for ;pecial education services.

As can be seen from the preceding sections, special
education programs must not only mezet the child’s special

education needs, but must also be appropriate in terms of
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students® linguistic, cultural, sccioeconomic status anu
other background characteristics. In addition to
specification of speical education and related servies
required by the handicapped student, Individual Education
Plans (lEPs) developed for bilignual exceptional children
must also include the following (Dew, 1982):

1. Documentation that the assessment data being
utilized for educational planning purposes verifies that the
child®s problems are not directly attributable to a
different language, culture, 1lifestyle, or experiential
backgrounds;

2. A comprehensive language development plan to
increase communicative competence in both English and the

native languages

3. A lancuage use plan designating what subject areas
or skills will be taught in which languages, and specifying
the language of instructien for each objective in the plan.

4. Recommendations for instructional strategies,
techniques, and materials which re linguistically relevant,
and appropriate to the handicapping condition; and

S. Appropriate reinforcers and motivators.
Inclusion of these components in the 1EF is important to
development of educational programs which are a; ropriate,

not only in terms of the handicapping condition, but also 1n

terms of student characteristics.




For effective implementatin of the IEP, it is likely
that coordination ketween bilingual education and special
education will be required. For example, special educators
can provide training or assist in adapting or modifying
aspects of bilingual education or ESL curricula such that
the handicapped child can be successfully integrated inte
these programs. Conversely, bilingual educators can assist
special education personnel in adapting curricula,

instruction, and materials in terms of the child’s language,

culture, and other unique attributes.

Placement Alternatives

Handicapped bilingual children should have access to
the same types of placement options as are provided
handicapped monolingual English speakers. This right is
frequently ignored when placement decisions are made for LEP
students because of the common misconcepticon that, if they
are handicapped, these students should be removed from a
bilingual instructional setting and placed 1in a totally
English 1language curriculum. Such reasoning ignores that
native language proficiency will determine level of success
in acquiring English skills (Cummins, 1981). Flacement in
special language . programs should be continued, if
approprirate, and teachers should be provided assistance in
adapting classroom programs to meet the child’s special

education needs. Figure 2 suggests the range of pessible
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placement alternatives for a handicapped student who also
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Insert Figure 2 _About Here
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While bilingual education placements are used as

examples of mainstreaming options, programs such as English

.
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as a second language and regular classroom placements could

also be considered. The important variable 1is that

S,

placements chosen are those which will help students

o
s
.2

develop to their grezatest potential and which will be

-1
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consistent with special education needs. as well as relevant

in terms of language, culture, and other unique attributes.

e L Puprax

Service Delivery Models

A major problem in determining appropriate educational
placements +for handicapped bilingual students 1is the
shortage of special education personnel who are bilingual
and who have specialized training related to serving
exceptional limited English proficient or bilingual
students. The majority of LEP or bilingual students are
served by nativé English speakers who use the same
instructional strategies and procedures as are used with
monolingual English speaking students. Consequently,

educetional prescriptions fail to yield results. They do




not accomodate student differences across varia“les such as
language and culture.

School districts have begun to explore alternative
service delivery models for bilingual students. Figure 3
describes three models which allow the integration of
specialized curriculum in the first or second 1anguage and
mainstreaming to either a bilingual education or a regular

education program (Ambert & Dew, 1982).

Ingert Figure3 About Here_

Bilingual _support_model. FEilingual paraprofessionals

are teamed with monolingual English speaking special
educators and assist with the impleme&£ation of objectives
specified in the IEF. The special education teacher
provides English as a Second Language instruction in basic
skills areas in English. Caution is exercised to assure
that the 1linguistic requirements of academic tasks are
consistent with the child®s English 1language devel opment.
Instruction in subjects such as math are based on concrete
experiences and build language and cognitive development
together. The teacher assistant provides native language
instruction in aréas specified in the IEF as requiring
native language instructioon.

The bilingual support model has the obvious advantage

that the child has access to soumeone who speaks his/her
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language. If bilingual paraprofessionals are reteive
training specific to the responsibilities and tasks they
are asked to perform, they become invaluable rescurces for
the monolingual teacher. Without such training, children
may essentially be denied appropriate educational

opportunities.

Coordinated Services Model. Under thig model ,
handicapped LEF students are served by a team consisting of
a monolingual English speaking special education teacher and
a bilingual educator. The special educator provides ESL
instruction and is responsible for implementing IEP
objectives to be accomplished in English. The bilingual
education teacher provides sequenced instruction in the
basic skills areas (oral language, math; reading, spelling,
writing, etc.) in the native language and is responsible for
services designated in the IEF which are to be provided in
the native language.

The benefit of this model is that handicapped children
have access te personnel trained in the complementary
disciplines of bilingual education and special education.
These teachers meet together to review student progress and
revise instructioral programs accordingly. Another
advantage is that‘ bilingual educators may be able to

facilitate parental involvement in decisions affecting their

child®s education.

k*

e

AR

5
HitFer ¥ 5 Shean’,

¥,

&

I K T
LT MR R e AT S ea e

N

e i

e
R

e

o

o




The coordinated services model may not be

cost-effective. Two teachers are required to serve ¥

handicapped LEF students in special education classrooms.

Unless a district has large numbers of children requiring e

special education services in a language other than English,

this mocel is not likely to be used.

Integrated Bilingual _Special Education_ _Model. This

model is wutilized when a district has teachers who are

trained in both bilingual education and special education.

These dually certified teachers provide special education

instruction in

the native language, provide English as a
second language training, and assist in the transition into f
English language instruction as the child develops adequate ;
proficiency. Instruction is adapted.to meet the specific
needs associated with the nature and severity of the
handicapping condition. This model, wﬁile it may be
cost-effective, is seldom used because of the 1lack of
teachers with training in both fields.

Bilingual _Specicl_ _Education Model. Ortiz and VYates

——— e e e e e s o s A ot e e

(1983) suggest a fourth model based on the premise that
teachers who serve handicapped LEF students require more
than training in bilingual education and special education.

Rather, there is & unique body of knowledge supportive of,

and unique to, bilingual special education. To illustrate
this concept, a teacher who is knowledgeable about

programming for mentally retarded students. and who has

- e e e e = . EESAEH




been trained in bilingual education, may not be able to
bring together these knowledge bases to develop an
appropriate educational program for the mentally retarded
LEP student. BRilingual special education teachers are those
who have been exposed to, and have developed competencies
specific to serving exceptional bilingual students.
Suggested competencies are provided in an article by Ortiz
and Yates (1982). There are few such personnel available
because bilingual special education training programs are
virtually non-existent and because there is little research
available specific to LEF handicapped children. The unigue
aspects of bilingual special education are vet to be

identified.

Fersonnel Training Needs_

Given the shortage of bilirgual education and special
education personnel, and the limited number of institutions
of higher education engaged in training of bilingual special
educators, serving handicapped students requires using
interdisciplinary teams for service delivery. Each member
of the team can contribute his/her unigue expertise,
experience, and training. In this way, coordination and
interface amorg bilingual educatior, special education,
regular education, and related programs can be achieved.
Educators participating in coordinated efforts must be

provided opportunities to develop increased awareness and
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skillg tg ensure that LEF children

are afforded appropriate
educationai pbrograms and Services, Categories of
instructional Personnel who should be targeted for training

include the following (Ortiz

2, 1982):
Bilipgual Edgcatign__lgagbg;gL These teachers

are
serving (a) children who are h

andicapped but have not been
referred because of the lack of bilingual special

because bilingual

identify children whe

education
teachersg or

educators lack skills tg

should pe referred to specia]
education ang (b) children who are handicapped and who have

been mainstreamed into their classes,

Bilingual educators
frequently lack training to help exceptional children
achieve thejr Potential ip the context " of the

regul ar
classrogm.

§stasl__EQssstien__Isssns:s__ubgm_s:s__ﬂilingssl- One
should not assume that

special education training, s/he can serve exceptional Lgp
children effectively. Training in areas such as how to

Provide native language instruction and

how tg adapt such
instruction

to meet children-g Special education

needs can
increase the effectiveness of

services Provided by these
teachers,
mgnelingusl__gesgisl__Egusstign_Isssnscs; As indicated
Previously,

exceptional
bilingual children

Served bpy monol i nguaj English
Speaking special education hersonnel. Effectiveness of
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services is increased when teachers are provided training
relative to factors which influence the performance of LEP
students and on how to provide i1nstructicn in English which
is comprehensible and relevant given the language, culture,
and other attributes of this population. fraining in
English as a Second Language techniques and methods would be
important for these personnel.

Reqular Classroom_ Teachers. Overrepresentation of LEF

students in language-related categories (Ortiz & VYates,
19833 Garcia, 1983; Maldonado, 1983) suggests that teachers
are unable to distinguish linguistic/cultural differences
from handicappping condi tions. Training of regular
educators may result in more appropriate referrals to
special education and in the provisioa of more appropriate
education programs in mainstream settings. 0f particular
concern is that regular classroom teachers continue to
provide language support for students who are exited from
special language programs to assure they have adequate
English proficiency toc perform academic tasks successfully

(Cummins, 19813 Ortiz, in press).

Faraprofessionals. There is a need to train

paraprofessionals who, in many instances, will have primary
responsibility for instructing the handicapped LEF child.
Unless these personnel receive training specific to the

responsibilities and tasks they are required to perform,

handicapped LEF children may essentially be denied
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educational opportunities. Content for training of
paraprofessionals would include competencies associated with
gener al education procedures, competencies to provide
instruction native language and English as a second language
instruction, and skills to adapt instruction to the needs
of the handicapped learner.

Assessment_Personnel. There is a lack of assessment
personnel who can test the child in his/her native language
and interpret performance in 1light of the student’s
background characteristics. Consequently, children may be
inaccurately diagnosed as handicapped because appraisal

personnel are not able to distinguish differences from

deficiencies. Training associated with the effects of

language, culture, etc. on per for mance, as well as on best
Practices in assessment of stiudents from dual language
backgrounds is critical to prevent the inappropriate

placement of LEP students in special education.

Administrators. As indicated earlier, coordination
between bilingual education and special language programs is
critical to serving bilingual exceptional students. This
coordination would not., for many schools, require
reorganication of programs and serices, but rather
establishment of a.mechanism for assuring ceordination of
effort. It is the responsibility of administrators,
including principals and supervisors, to insure that

necessary services are provided, that adequate resources are
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aliocated, and that instructional interventions recemmended
are implemented. Assisting administators with program
management strategies would be beneticial to achieving
bilingual education-special education interfaces.

It is important for all personnel involved in
identification, placement, or «carvice delivery for LEF
populations to receive training to assure that educational
opportunities provided these students are appropriate given
their backgrounds as well as handicapping condition(s).
This would include personnel in related services areas such
as counseling. physical ani occurpatiornal therapy, adaptive
physical education, etc. Training should alsc be provided
for parents to assure that they are effective, informed
participants in decision-making proces;es related to their

children®s education.

Curriculum_and_Instruction Research Questions

There is a need for longitudinal studies of handicapped

LEF and bilingual students vaich would examine
achievement/performance differences when (a} different
interventions are utilizeds (b) different language

interventions are provided: (c) when alternative service
delivery models are used; and (d) when service categories
are provided for various handicappping conditions. The

following are questions for which there is a need to provide
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& research base specific to the education of exceptional LEF

students.

1. What are the long term effects on achievement when
instruction is provided in the native language, bilingually,
or in English only?

2. What criteria should be used tc determine the
language of instruction?

3. How does one interpret informal assecsment of
language (e.g.. spontaneous language sampl es, cloze
testing, tests of dictation, etc.) and how cen this data be
utilizea 1in choosing the language of instiruction or
prescribing interventions? -

4. How can cognitive academic proficiency be assessed?
What is tne relationshi. #ptween basic interpersonal
communicatior skills and academic language proficiency?

S. what interventions yield the best results in
development of both basic interperscnal communication skills
and academic language profic:ency fer handicapped bilingual
children?

6. What language criteria should be utilirzed to place
students into bilingual special educa+tisn programs?

7. What criter.a should be utilized to exit students

from bilingual special education programs?

...44_
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8. What are the differences, if any, in language

development programs provided hancicapped LEP children and
those provided children normally acquiring English as a
second 1lanquage?

9. Do bilingual, English as a Second Language, and
English monolingual special education programs vyield
different effectiveness levels with different categories of
handicappping conditions? For example, are mentally
retarded children who speak a languaae other than English,
or who are more proficient in their native language, most
effectively taught in English, their native language, or
bilingually? What are the long term consequences.,
cogrnitively, educationally, and pragmatically, of these

interventions?

Educational Interventions

10. What psychological, educational, heal th-related,
and demographic variables best predict outcomes for
different LEF handicapped children who are mainstreamed into
bilingual, ESL, English monolingual classes, or special

education programs (e.g. self-contained, resource settings,

etc.)?
11, What are the characteristics of the actual
curricula beig implemented in bilingual special education

-

classrooms?
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12, What specific information could be included
inlindividual education plans to facilitate provision of
services appropriate both in terms of the handicapping
condition and specific student characteristics?

13. What well-documented guidelines can be given to
practitioners regarding essential features of intervantion
programs?

14, Is there a need for new curriculum and
instructional methods?

15. How can materials be adapted to meet the needs of
diverse popul ations (linguistically, culturally,
handicapping condition, etc.) in the same setting?

l6. What are the characteristics of effective methods
utilized with handicapped LEF population;?

17. How can cultural differences be accomodated in
cuwriculum and materials to yield a relevant curriculum?

Teaching/Learning Stvles

18. Are there differences in cognitive styles among
normal versus handicapped LEF students?

19. What are the influences of student demographic
characteristics on learning styles, including handicapping
condition?

20. What aré the implications of research on
right/left brain processing for educational interventions

with exceptional bilingual students?
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21. Do handicapped LEP children reflect differences in
cognitive styles across languages and subject or skill
areas?

22. How do student characteristics affect teacher-pupil
interactions? What are the interaction effects of
linguistic/cultural differences and handicapping conditions?

23. What teaching styles and interaction patterns are
most effective with exceptional bilingual students?

Research questicns posed are neither exhaustive nor
comprehensive. They serve merely to highlight the types of
res2arch which must be conducted to develop knowledge bases
upon which specific educational programs, curricula,
methods, materials, eti. can be determined or developed.
Given th= range of research needs, the ;irst question which

should be answered is "What are the priorities?"

e e e e

The literature does not seem to support the need for new
curricula and instructional methods for bilingual
exceptional studeits. However, tbis lack of support may

oest be explained by the lack of empirical research on these

topics. It would. be premature to conclude that existing
curricula and materials can meet the needs of this
population. Until such research is available, research

conducted in related disciplines will continue to provide a
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basis for educational programming decisions. As new
research findings are produced and dissmeninated, practices
should be modified or adapted as appropriate.

There is evidence that bilingual education and special
education can be 1iinked together in effective problem
solving formats. It is possible to describe instructional
arrangements being utilized for bilingual exceptional
students, but there is little empirical evidence available
to determine the most appropriate arrangement(s) for any
given handicapping condition or identified student
characteristics.

The literature does not favor either bilingual
education or special education as the most appropriate
placement for LEF handicapped studentg. The real 1issue,
however, appears to be whether handicepped students should
receive dual language instruction. Educators wonder whether
it may be more effeclive, when a LEF student is eligible
for special education, to remove that student <from a
bilingual education placement and place him/her in a
classroom where instruction is provided solely in Erpglish.
Literature on second language acquistion would not support
this decision. There 1is growing evidence that handicapped
children., just as' normal children, receive the most
appropriate ecucation when they are provided instruction in

the native language, participate in a structured program

for learning English, if appropriate, and when instruction

...48._
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is consonant with both the handicapping condition{(s) and
student background characterictics.

There 1is a need to develop instructional materials and
curriucula and to make them available to educators who serve
exceptional LEF students. This is not an awesome task in
that much groundwork has aiready been done in identifying
existing materials which may be appropriate to this
population or which could be adapted toc meet specific
student needs or characteristics (Dew, 19813 Deignan % Ryan,
1979,. It would not be accurate, then. to say that there
are no materials on the market. Information about resources
which do exist has not been disseminated widely.

It is questionable whether it is possible to leave
responsibility for adapting or modi¥ying curricula or
materi¢ls to existing school personnel. There is a general
lack of understanding of linguistically and culturally
different populations, evern 1n settings where minorities
comprise the majority student body. Lack of information
mitigates against possibilities that teachers and others
wouid be able to, on an on-going basis, adapt instructional
materials and strategies to make them relevant in terms of
student characteristics, as well as appropriate to
handicapping conditions.

An obvious answer, of course, is to train staff.
However, as indicated previously, few institutions of higher

education or related agencies currently address the needs of
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bilingual special education populations in the context of

teacher preparation programs. Institutions which providing

a bilingual special education training sequence do not have
the capability of meeting existing needs for bilingual
special educators. Further, it is unlikely that adequate
resources could be allocated to providing inservice training
to currently employed personnel. For example, in Texas
alone, there are 1100 independent school districts which
might require services. Given the increasing numbers of
bilingual students, it becomes imperative that instructional
materials and curricula be available for limited English
proficient populations. This 1is the responsibility of
scholars, state, local, and federal education agencies, as

well as commercial publishers.

.
AR R LR Y S L

ity . o
LAt . 5 AP . ..
OF 1 Tp KRRt A 5 T hnh 13 ¥ i e 1t e B g 48 27

L P ] ER P R .2 1Y .\‘4..‘_._.
LT3 o Nt RN 31 4B IEIOK i i et 4

L e lyng,




SPANISH CULTURE

DFAFNESS

CHILD'S
LANGUAGE
FUNCTIONING

HOME ENVIRONHENT
INIRNOUTANT 100m55 .

SOCIAL-E40TIONAL
STATUS OF CHILD

HOME LANGUAGE ENVIRONMENT

Graphic representation of deaf Hispanic child's
(From Lerman, A. & Cortez, E. Discovering

and meeting the needs of Hispanic hearing impaired students,
ERIC # 155-292, 1978.
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Almanza, H. & Mosley, W. Curriculum adaptations and
modifications for culturally diverse handicapped children.

Exceptional Children., May. 1980, 46(&), 608-b614. .
The authors discuss individual) traits and learning styles which

affect learning, including movement repertoire and perceptual and
cognitive stvle. Because students experience problems when there
is a lack of compatibility between teaching and learning style,
the authors suggest . that curriculum development relate more
directly to the adaptive styles of exceptional culturally diverse
learners.

Eaca, L. Policy _options__for__insuring__the delivery _of _an
appropriate__education_to handicapped children__who_are of_ limited
English__proficiency. Reston, VA: Council for Exceptional

Children, December, 1980.

Saca provides a historical overview of litigation and legislation
affecting educational opportunities for limited English
proficient children and highlights litigation related specifically
to services for LEP handicapped children. He concludes that there
are legal precedents for providing bilingual instruction for LEF
handicapped children. Models being used to provide services to
exceptionai LEF children are identified. Baca reviews current
mandates for service delivery to LEF children, provides policy
options related to service delivery and discusses both positive
and negative effects of policy implementation.

Bryen,. D. M. Special education and the linguistically different
child. Exceptional Children, 1974, 40, 589-599.

Froblems associated with the use of traditional assessment
procedures faor educational placement of linguistically different
children are discussed in the context of disproportionate

representation of this population in special education programs.
Implications for assessment and education are given from the
perspective of whether language characteristics are considered
deficiencies versus differences. Whether one chooses to accept
dialect differences, eradicate them, or accept them in situational
contexts, the author contends that to validly measure basic
learning abilities of children, language must not be a barrier to
performance.
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Chan, K. & Rueda, R. Poverty and culture in education: Separate
but equal. Exceptignal Children, 1979, 45, 422-428.

Foverty and cultural background are separate and distinct factors
that equally affect educational adjustment and success and which
may require separate attention in research and intervention.
Foverty warrants economic, medical, and environmental intervention
in order to overcome problems associated with restricted

opportunities. Cul tural conflicts require a critical
reexamination of the assumptions and prerequisites of the "hidden"
currriculum. Froblems in the education of minority chilaren can

be conceptualized as a product of the ~onflict between a child’s
development in one setting and the prerequisites of school ing.

Chinn, F. The exceptional minority child: Izsues and sone
answers. Exceptional Children., 1979a, 45, S532-536.

The relationship of cultural diversity to exceptionality is
explored. The author focuses on two major instructional concerns
related to the exceptional minority child: sel¥ concept and
motivation. When a teacher values the culture of a child., and
when a trust relationship is established, the child’s chances for
success are improved. Chinn concludes that enlightenment in
cuitural diversity and a careful study of the idiosyncracies of
each ethnic group, coupled with sound special education
techniques. preovide a basic foundation for meeting the needs of
minority children.

Chinn, F. Curriculum development for culturally different
exceptional children. Teacher Education_and_Special_ Education,
Summer 1979, 2(4), 49-58.

Chinn provides a brief description of 1learning styles and
background characteristics whicin should be considered in the
development of curricula or curricular approaches for culturally
diverse children. Strategies which can be used with this
population are described including those recomwended for gifted
and talented students and for retarded children. 1f school
achievement of culturally diverse exceptional children is o
improve, instructional approaches must be tailored to individual
learning styles.
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Cummins, J. The role of primary language development in promoting
educational success for language minority students. In Schgoling
and__language _ciperity _students: __A theoretical framewpork. Los
Angeles: Bi' guail Education Evaluation, Dissemination, and
Assessment Center.

Cummins addresses the following topics: (1) the nature ‘of
language proficiency and its relationship to academic and
cognitive development; (2) the origins of common misconceptions
about bilingual education; (3) a theoretical framework,6 for
understanding the nature of bilingual proficiency; (4) evaluations

of bilingual programss; £5)) variables affecting language
developments; and {6) bilingual proficiency as educational
enrichment. Also discussed are a rationale for bilingual

education, entry/exit criteria, and assessment considerations.
Cummins suggests that .one reason language minerity students fail
to develop high levele of academic ekills is that initial
instruction is in English and unrelated to their prior
out-of-schoal experiences. Bilingual educat:- programs reviewed
suggest that bilingual instruction is more € .sctive than English
only instruction in promoting English academic skills and that the
first language can be promoted at no cost to English proficiency.

Dew, N. Specialized _curriculum__materials for exceptional

bilingual _children. Arlington Heights, I)llinois: FResource Center
for Exceptional Rilingual Children_  1981.

Materials appropriate for exceptional bilingual children are
presented in the areas of (1) oral 1language development; (2)
literacy development; (3) auditory and visual perception and
perceptual motor development; and (4) teacher reference materials.
Titles, publishers, recommended grade 1levels, and illustrations
are provided.

de Avila, E. Mainstreaming ethnically and 1linguistically
different children: An exercise in paradox or a new approach? In
Jones., R. (Ed.), Mainstreaming and_the_mingority child. FReston,

VA: Council for Exceptional Children, 1976.

The author examines problems underlying traditionally used
assessment procedures including translation problems, cultural
contradictions, and the yeneral utility of information produced by
tests. He describes an alternative to traditional testing and an
assessment approach based on FPiagetian concepts. The Program
Assessment/Pupil Instruction diagnostic procedure developed by De
Avila and others 1is described. The PAPI offers data-oriented
instructional planning and provides evaluation information at the
funding, administrative, and district levels.
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DelLeon, J. Evaluating _and adapting _materials _for_ _use _with
bilingual exceptional children. Faper presented at the meeting of
the Council for Exceptional Children, Detroit, Michigan, April
1983.
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Suggestions are orovided for adapting existing instructiocnal

it

materials for exceptional bilingual students. Guidelines and %
checklists are provided for materials evaluation, adaptations for ‘é
differences in 1learning styles and language characteristics, iy
matching students with materials, structuring interventions,, and %

vk
s ap

selecting materials.
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Diggs, R. Education across cultures. Exceptional Children, 1974,
40, 578-583.

This article examines some of the basic tenents invoived in
education across culture: motivationj cultural background and the
educational process; programsi instructional materials. Diggs
reviews recommendations for educational programming and emphasizes
the need for language development, consistent treatment
throughout e=chool history, and teacher preparation progams with a
multicultural emphasis. Issues associated with serving
disadvantaged gifted populations are discussed. The author
suggests that a combined counseling and instructional approach is
efrective in upgrading academic skills and helping students
develop self direction and control.
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Feuerstein, R. Instrumental _enrichment: _An_intervention progr am
for_cognitive modifiability. Baltimore: University Park Fress,
1980.

According to Feuerstein, children from economically, and
psychologically, impoverished homes function at 1low levels
because they have been denied mediated learning environments. The
Instrumental Enrichment Frogram is designed to mediate experiences
by making the individual more receptive to internal and esx*ernal

stimuli. An objective of the program is to change the way a
person interacts with, acts on. or responds to sources of
information. In essence, FIE is a process for teaching students

how to lzarn.

Social and emotional needs of culturally diverse

Henderson, R.
xceptional Children,_ May 1980, 46, 598-605.

chidren. E

Henderson discusses basic concepts associated with cultural
diversity and stereotypes. The possible consequences for
culturally diverse children who are unable to make a functional
adaptation to the school setting are described. Literature isg
reviewed which establishes a general case that level of student
involvement in academic tasks and the nature of teacher-student
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interactions are consistently related to achievement. Also
reviewed is literature associated with learned helplessness.
There is a striking parallel between the characteristics of
learning disabled children and the learnad helplessness pattern.

This parallel may result in inappropriate labeling of children
aslhandicapped.

.

Jaramillo, M. Cultural conflict curriculum and the exceptional
child. Exceptional Children, 1974, 40, 585-587.

Teachers must recognize that there will be cultural conflicts
between themselves and some of their students. They should try
to understand and use cultural differences to enrich the education
of all students. Jaramillo makes several suggestions for teachers
to take advantage of the rich heritage children bring to the
classroom. A key point made is that children learn more Quickly
when their culture is used to mediate instruction.

Kamp, S. & Chinn, F. A_multiethnic__curriculum for special

education students. Reston, VA: Council for Exceptional
Children, 1982.

The authors discuss the meanings of culture, ethnic groups,

multicultural education, and ethnic studies. The multiethnic
curriculum presented is aimed at helping students develop a
sense of appreciation for their own culture, as well as

appreciation for the heritage of others. Sample activities are
provided that integrate experiences and perspectives of American
Indians, Asian Americans, Black/Afro Americans, Mexican Americans,
and Puerto Ricans.

krashen, S. Bilingual education and second language acquisition
theory. In Schooling and language minority _students: [a)
theoretical _framework. Los Angeles: Bilingual Education

Evaluation, Dissemination., and Assessment Center, 1982.

The process of second language acquisition is reviewed to help
resolve central issues in bilingual education. Types of
bilingual education and special language pragrams are described.
Krashen concludes that bilingual programs in which subject matter
is taught in the native language and a source of comprehensible
input is provided in the second language are the most effective
for limited English proficient students.
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Lerman., A. & Cortez, E. Discovering and meeting the__needs £

Hispanic_hearing_impaired_children. ERIC # ED 155-292, 1978.
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Lerman and Cortez provide a detailed discussion of variables to
consider in assuring that educational programs are appropriate for
a student, not only in terms of his/her handicapping condition,
but also in terms of linguistic, cultural, and other background
characteristics, The areas discussed include: (1) language
status of the childj (2) social-~emotional status; (3) cultures (4)
home language environment; (5) home environment; (&) school
environment; and (7) handicapping conditions. While the authors
present a model te facilitate instructional planning for hearing
impaired Hispanics , the model is generally applicable to other
categories of handicapping conditions.
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Ortiz, A. Choosing the language of instruction for exceptional
bilingual children. JTeaching_ Exceptional_ Children. in press.
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A continuum of language diversity among minorities is presented
and a framework for choosing the language of instruction for
limited English proficient and bilingual students is provided.
The author stresses the need to provide language development
programs in both the +first and the second language. Also
emphasized is the importance of providing native language
instruction for LEF handicapped students.

Ortiz, A. Development and implementation of ISFs for exceptional

bilingual children. In Nezarro, J. (Ed.). Culturally diverse
exceptional _children__in__school. kReston, VA: Council for

E:itceptional Children, 1981.

The author highlights resources required for developing individual
education plans for bilingual and limited English proficient
students. It is recommended that environments in which the child
1s enpected to perfcrm be analyzed, particularly to determine
whether student characteristics, teacher expectations,
andlteacher-pupil interactions are negatively affecting student
performance. Also discussed is the need to assure that bilingual
children have access to a continuum of placement alternatives. To
appropriately serve handicapped LEP students, special education
services appropriate in terms of language or other student
characteristics are required, as is support for bilingual

educators into whose classes many of these children are
mainstreamed.
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flata, M. FPreparing teachers for the Mexican American
handicapped:! The challenge and the charge. Teacher_ Education_and
Special Education, Summer 1979, 2(4), 21-26.

N
R

This article focuses on issues in the preparation of teachers who -
will serve handicapped Mexican Americans. Plata stresses that the
effective teacher must learn as much as possible about the culture
of the Mexican American, accept cultural differences as realistic
and valid. and ultimately create a learning environment and
curriculum relevant to the student and consistent with
expectations and desires of parents, comnunity, and public policy.
He &lso suggests that teachrs must (1) 1learn English as a Second
Language techniques in order to teach limited English proficient
students; (2) individualize isntruction in two languagess; (3)
develop materials in the native languzage and Englishi and (4)
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incorporate cultural considerabions in instruction. Students
should be allowed to maintain their native language while learning %
ESL. o
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Flata, M. % Santos, S. Eilingual special education: A challenge
for the future. Teaching Exceptional _Children. 14, 97-100.

Exceptional bilingual students require specialiced curriculum and
methodologies which are relevant both in terms of the handicapping

condition and linguistic or cultural characteristics. The

avthors recommend *hat local education agencies integrate
bilingual education teaching concents into special education
programming. Bilingual special education should be viewed as a

strategy which incorporates theories, methods, and materials from

both the bilingual and the special education disciplines. A list
of resources is provided.

Rodriguez, R., Cole, J., Stile, S. % Gallegos, R. Bilingualism
and biculturalism for the special education classroom. Teacher
Education_and_Special Education, Summer, 1979, 24), 69-74.

A plan of action to assist special educators in their interactions
with children and parents whose primarly language is Spanish is
outlined. Research on the effectiveness of bilingual/bicultural
approaches which would support the use of such an approach in
special education is sited. Also outlined are Hispanic cultural
competencies for special educators. The authors conclude that a
growing body of literature demonstrates that Hispanic 1learning
disabled chidlren fare better in environments in which tneir
Culture and language is incorporated into the curriculum.




Rubenzer, R. The rrle of the right hemisphere in learning and
creativity: Implications for enhancing problem solving ability.
The Gifted Child Quarterly, Spring 1979, 23(1), 78-100.

A review of literature associated with right hemisphere processes
and psychophysiological models of the functional organization of
the brain are presented. The major roles of the right hemisphere
processing models in language, learning, perception, creativity,
and affect are discussed. Also discussed are varying modes of
cognitive and affective functioning correlated with EES patterns.
A systematic approach to facilitate problem solving skills is

outlined. It is hypothesized that appropriate shifte in the
quality and focus of attention can be consciously elicited through
mastery of relaxation and other techniques. It would thus bLe

possible to bring about cognitive and affective modes apropo to
the stage of problem solving at hand.

Silvernail, D. JTeaching styles as related_to student_achievement.
Washington, D.C.: National Education Association, 1979.

A summary of research findings related to teaching styles,
strategies, and activities which are more effective than others in
helping students increase academic achievement is provided.
Research is reviewed which addresses: (1) the relationship
between teacher behaviors and styles and student learning or
attitudes (2) globally defined teaching styles; (3) feedback: (4)
questioning activities? (3) structuring activities: (&) claritys;
(7) task-oriented teaching style; (8) enthusiasm: (?) reward
structure; (10) classroom climate.

Secada, W. The language of instruction for hearing impaired
students from non-English speaking homes: A framework for
considering alternatives. In G. Delgado (Ed.). Ihe Hispanic

Deaf-Issues_and_Challenges. Washington, D.C.: Gallaudet College
FPress, (forthcoming).

Secada addresses the issue of choosing the language of instruction
for hearing impaired students from non-gEnglish speaking homes. A
decision framework is presented which includes language options
for limited English proficient students and those available for
the hearing impaired. Considerations 1n choosing specific options
to accomodate both the handicapping condition and 1anguage
ctharacteristics are discussed. The author stresses that programs
that attempt to develop English oral skills or sign skills to the
exclusion of the student®s home language risk confusing students
and alienating them from their community.
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Tikunoff, W. The Significant Hilipqual _instructional Features
descriptive _study: Erogress__and__issues _from Part 1I. Faper
Fresented at the meeting of the American Eductional Research
Association, New York, March 198Z.
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Tikunoff presents preliminary findings of the SRIF study. Data
collected suggests that bilingual education teachers emphasize
basic skills, monitor student progress, communicate instructional
demands, and engage students in task comuletion. Effective
bilingual education teachers also mediate instruction using, both
the native and the English language and respond to and use -
cultural clues in teaching. Approximately 3/4 of the time =2
allocated to basic skill instruction was deemed to be academic
learning time (ALT), time students spend in a particular content -
area engaged in learning tasks with a high degree of accuracy.
Tikunoff concludes that teaching behaviors of bilingual educators

compare favorably with those behaviors documented in 1literature
on effective instruction.
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